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CHAPTER I

BACKGROUND -- THE PROBLEM

The work done under this project (Project 0-9031, "A Critical
Review of the Information Rase for Current Assumptions Regarding
the Status of Instruction and Achievement in Reading in the United
States") has involved a search of the literature relevant to three
problems in the field of reading. These three problems are: 1) the
determination of the extent and distribution of the "national read-
ing problem"; 2) the determination of the "use frequency" and "use
distribution" of instructional-methods, approaches, procedures, ma-
terials, and equipment for reading instruction; and 3) a description
of the nature and extent of current practice in teacher training in
the field of reading.

The immediate background of Project 0-9031 lies within certain
decisions taken by the U.S. Office of Education to undertake a
Targeted Program of Research and Develiipment in Reading and to uti-
lize the Convergence Technique for the planning and management of this
program of research. This background is-described rather campletely
in the Final Report of Project 8-0737ApplidatiOn."Of'the Convergence
Technicilie'to'BaSie'StUdies'of'the'Readih-Prcidess (Gephart, 1970a),
also supported by the National Center.for Educational Research and
Development of the U.S. Office of Education.

One of the recommendations of Project 8-0737 was for the immedi-
ate initiation of three Projects which were conceived as being vital
to the Improvement of reading achievement in the United States. The
three projects recommended were (pp.203-4):

1. A literature search, analysis, evaluation, and
synthesis'on phenomena in the reading process,
learning to read, and language development related
to reading.

2. A search, analysis evaluation and synthesis of
literatureand:existing sUrVey data ah the level of.
-reading( achievement,and the nature of-:the instruc-
tionaleffort..

3. Development of a criterion measurefor.:assessing
:reading athievementrwhiChis predictive Of perfor
mande on the reading tasks encountered in our Culture.

The Final Report of Project 8-0737 further indicated the profound
belief that "the current state-of-the-art in reading is such that these
three projects are necessary for either this or any other programmatic
attempt to increase reading (p. 204)." Underlying this belief seemed
to be five assumptions:
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1. Improvement in reading seems to have reached a plateau.

2. Differing methods for teaching reading do not produce
significantly different results.

3. A, broadly accepted model of reading, showing its
constituent elements and their interactions, does not
exist.

4. Summaries of research on reading indicate that most of
the research in the field has been done in a manner
that prohibits synthesis.

5. Previous attempts to concentrate emphasis on reading,
undertaken on the part of funding agencies, haVe pro-
duced proposals for research on parts of the problem
with little hope for cumulative resolution of the
total problem (pp. 2-3).

It was these conditions (assumptions) which led to the recom-
mendation by the Project 8-0737 group that the Convergence Technique
should be used in future programmatic efforts in the Office of Educa-
tion.

As described by Carrese end Baker (1967), Convergence Technique
is a systems approach derivative developed for the express purpose of
planning and managing complex research programs, particularly when a
large number of unknowns exist in the basic foundations of the research.
It was first used, apparently, in the National Cancer Institute of the
National Institute of Health. AB applied to the field of reading re-
search, Convergence Technique would be utilized to determine what has
and what has not been demonstrated empirically in the achievement of
"functional reading competence", A Targeted Program of Research and
Development on Reading would then be developed by the USOE to achieve
a systematized approach to model building and instructional system
development in the achievement of functional reading competence by
"100 per cent of all people (not in permanent care institutions) over
age 10... (Gephart, 1970a, p. 16)."

The recommendations by the Gephart study group (Project 8-0737)
for immediate initiation of three projects vital to the improvement of
reaaing achievement resulted in the USOE submitting in April, 1970,
Requests for Proposals to conduct the three basic studies. As described
in the RFP 70-6, the basic assumption underlying the work to be done
under what came to be Project 0-9031 is that there exists a significant,
quantifiable deficit between the present state of reading ability in the
U.S. and the individual and social literacy needs of the populace.
Operationally, the work of the project was conceived as an attempt to
determine, through a critical examination of current literature, to what
extent this assumption is valid.
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More specifically, the EPP 70-6 directed the project to the fol-
lowing tasks:

1. lb determine the extent and distribution of the
national reading problem .by identifying, analyzing;
and summarizing, existing survey and test data which
indicate the reading ability of various populations
in the U.S. according to

a) learner charaCteriatics such as sex, age, race,
I.Q. etc.; and

b) environmentaLcharacteristids suchas socto
economic statUs, geoztaphid area, languagea
Spoken in:home, level of formal education
attained:by parents, etc..

. to deterMine theusefrequency:and use distribution
OfjnatructionaLMethods, approachea procedures,
MAteriala and equipMeiltor tedding:inStructiOn by
pursuing-the f011owing qUettionsi-

3

a) What methods, materials, approaches, equipment,
and proCedures are used to teach reading in the
U.S., and to ,What extent are,the major items in
these categories used; i.e., how many learners
are exposed tp them;

Which methods of reading iz:struction are built
upon essentially different pools of basic know-
ledge;

c) How much time and resources are expended directly
upon developmental reading instruction and
remedial'instruction; and

d)- What relationships between methods of reading
instruction and reading achievement of the
various subgroups in the populations can be
shown?

3. To describe the hatnre.:And eXtent ofcurrent practice
iin the training of those who teackreading by examin7
ing

A) the requirements of allyear institutions' which
train at least 100 elementary School teachers per::
year; and

the'certification standards for, elementary schoolH
teachers, reading spedialists, and reading super-"
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visorojm the 50 states and. the District of
ColUmbia.:

It was tot thel,urpose of:this projecttoconductnevi TeSearch

or nag:sUrveys,but.tO*Search fOtandranalyieeXibting docuMents to
deterMine to whatextent-basic assumptions could be 'validate&



CHAPTER 11

METHOD OF RESEARCH

Overview

The charge of-the Office of Education tothis project was to
determine Whether or not an accurate appraisal of the-status of
reading achievement and reading instruction in the United States
could bedocumented by an examinationiof:existing literature in
the field of reading. :The isaues delineated for examination were:
the present levels of reading skill in the population; the methods
and materials currently used in: reading instruction; and, the ways
in which teachers are trained for the teaching of reading. To
determine if accurate appraisals could be made concerning these
isaues, the projeCt staff had to resolve two major problems. One
was to' develop and implement a comPrehensive'and systematic method
for the selection-of the literature forthebibliography pf.the
project. The other wa to designand implemehta proCedure for the
systematicreview'AndanalysisyofthatiiteratUre.Guiddlinesfor
,bothprocessea werethase provided-.) the Writin&bf Williamephart

. , ,
(19700-TheprOCedUrea:he'prOppaedHfOrliteraturesearCh
68) afforded:AirectiOnfOrHtheaelectionof:materiale:to;he.revieWed
iti-this:ptoject Selected sedtionarofthose4rOcedures, as .We1l as
theelements he,.propoSedforprofilingthemethodological adequacy

. _ .

of:completedresearchwateueedea:the:foUndation of-the revieW
, .

proceSsitaelpp2077421.3Y.'

Two 'profesaional coMmittees were used to guide the collection of
materials for 'reVievi.and to .monitor ,interpretations of_ evidence. The
firat, a."technicalreVieW" committee composed-:of staff members; from
EducationalTestingSerVides.designed,iMplementediand Monitored- a-
,docUments,revielproCeSs, and .deyeloped'a program Of-procedures for
the:selection-Of rthe,literature.to 'bereviewed:. This:compitiee.in-
cluded-research'spetiallsts' as well asian-experiended'OuhliC'school
edudator and-an experienced' teacher,:trainer. .The second, a. "logic
committee", compOsed,of acknowledged experts in fields related to the
tasks of the .project..(reading instruction, teacher training, linguis-
'tics;.demography),, provided a combination of professional judgments
which shaped the literature seardh and selection process.

The specific procedural and process charges to the members of
the technical review committee were:

a_ to aevelop, for each of the project tasks, the guidelines
for the literature search and the review process;

b. to devise a review format appropriate for the systematic
analysis and evaluation of the-literatnre selected for the

5



project;

c. to design a literatute search-consistent with the scope and
nature of the tasks of the'projeCt;

d. to select a group of readers (document reviewers) and de-
sign a training program for them;

e. to monitor the reviews produced by the readers for accuracy
and completeness;

to-monitor the literature search process for adequacy of
scope in relationship to the tasks of the project, and;

g. to prep-art in=erim and final synthases of the literature
reviewed (thrne members" of the committee-each selected
one of the tmsk areas on Which to :concentrate).

.The logic behineL the formation of the logic committee itself
was that some method-aad to be.provided for the selection of speci-
fic items in.the yoluminoue.aiterature on reading in order to,reduce
theProblems- of document-review .to-:manageable- proportions. . It was

.
feltApy:the project _staff:that, the-best,:entries could beprovided
through- the combined profeseionalAudgment6of:acknowledged experts
in-the threetasks, The'eelection-of-best_entries.was the:major
function of thisjogia coMmittee Froma pool of-thausands_of docu-
ment abstracts and:titles sathered bythe. project staffi,members of
the.logic.committee,eelected:for relevance,..rated .according to:pro-
-bahle-qUality, and assigned-to proJect tasks-the hundreds,:of items
,InCluded,in the final bibliography-.

In addition to this:principal.functionv,the-logic committee. ,

also lunctioned as .an,,advisory:group for 'All phasee'of.the project.,
Its.members:revieWed!'and_reaCted,.criticallY to,:the designs,for:,both'
the. Literature, search;:and, the,=ieview . form.- .- The',committee generated .
refeiencessnigeetedadditional materials.:when needed,and,reCom-,.
mended: beekgroun&documents-,for..each;task- to the appropriate author-
medbet-Of thetechniCalreyiew.committee.-

The'actualicriticaI review4oUall,documenta selected' bYthe..logic
committee for poseible inclusion in the final bibliography was.done
by a committee of readers trained in the use of a standard review for-
mat developed for-this project. As readers -completed the.,review of a
docuMent, each completed review form was:given to the appropriate
author-member of the technical.review committee for use in'one of the
final 'synthesis statements (Chapters 3, 4, and 5of.thisreport).

- .

In summary, to enhance the probability of providing from a litera-
ture:search 'adequate documentation.forthe:tasksof;the project, it
was necessary:to designra procedUre.for:the systematic and reliable



review and analysis of the.many types of documents pertaining to
reading. It was alsO essential to develop a rationale and process
for the selection of the literature reviewed. Thedesign for both
the selection of literature and the criteria by-which the material
was reviewed and analyzed will be described in this chapter.

The Development of'Guidelines

A series of guidelines was desisned 17.--0 provide definitions of
the subparts of the three tasks of the przsject. For task one (the
determination of the extent and distr--..anian of the-national "read-
ing problem"), it was necessary to idezatiitr, r.--A(lyze, and summarize
the existing survey and test data and literature in whach
the reading ability of various porulatior: 6-roup.s._in the United
States was reported. The analyses reqmizee by ztae USOE dealt with
learner characteristics (such as age, sex4 and mental ability), and
characteristics of learners' environmerrats, (such_ as socioeconomic
level, geographic area, occupation and education of parents, and the
language spoken in the home). These pcnyr51-7tion and environmental
characteristics were the elements of the 7aidel5nes for task one.

For task two (the determination of the frequency of the use and
distribution, of instructional methods, zapproachea, procedures,..,.'materi-
als, and equipment for reading inStruction), it was required to de-.-
termine 'the conCeptual basis upon which instructional approaches,
materials, and. equipment ,had been developed and used. Thp:-..4 task was
Concerned not only,:With. a census Of instructional materials, but
also with the deterMination of: the convergence Or disparity in' the
conceptual bathes of the variety of instructional methods utilized
in" reading instruction:' A further area of inVestigation was' to deter-
mine whether or not doeinnentation'existed for the'-assessment of the
time and resources .expended in utilizing the several methods.. The
enuMerative sections of the task-Were 'the sciirces for be guidelines.

\ .

For:task. three ;(the determination-,;:bf the nature and extent, of
'the' Current 'PractiCes-in training' thO'the who teach reading)., the eXist-
ing requirements for training teachers of reading were examined. The
coMponents'indluded. the. State.:d4artment of eduCation' standards uthed
td:.CertifY.teaChera ,as ',adeqUate.-in -the 'instruction of reading, the, re-
quireMenta of Ideal educational agencies' for aCcePtable competency of
those who teach children and adulte, the recommended or required prac-
tices of reading,,ine'cruction by state and local educational agencies,
and the current 'practices 'used in the training of reading instructors.
Particular 'attention.'Was.' directed toward' determining the congruencies
of the state.'Mandates for teacher certification in reading, the insti-
tutional rqquirements for the training of 'instructors in, reading, and
thq :"iit*cti.Ces which -aCtUally eiciat in training classroom teachers.
The ennirierative sehtions of' the task were the sources 'of the guidelines

, ,

foi task'three. Of the-prOject

7



The complete set of guidelines for the three tasks of the project
became an integral part of the -"search list" of the format used for
the analysis of all documents reviewed for the project. Az readers
corapleted a review form, the information from each search list was
coded and compiled on master lists. These me .er lists were then
used as monitoring devices by which the quantitative adequacy of the
tasks of the project could be assessed.

Literature Search and Selection

Several processes were involved In the development and implemen-
tation of a comprehensive system for the selection of the literature
to be reviewed for the project. One ongoing process was the prepara-
tion of preliminary lists of references which appeared to be relevant
to the tasks of the project. As each preliminary list was prepared,
it was submitted to the members of the logic committee for their in-
dividual evaluation on both probable relevance and quality dimensions.

The preliminary lists for review were generated in several ways.'
The first list was compiled through a computer-assisted search of all
document titles in the ERIC collection. Using the elements of the re-
view form search list as descriptors (reading achievement, reading
methods, materials, reading teachers, etc.), a list of documents with
their abstracts was produced from this collection. A. hand search by
the project staff of the 1960 to 1970 Psychological Abstracts, Socio-
logical Abstracts, and the Dissertation Abstracts provided additional
abstract material for inclusion on the preliminary liats.

In addition to abstracts, the project staff systematically col-
lected citations 'appropriate to the tasks from the major indexes to
the literature in the field published in the last decade, These in-

cluded the Education Index the Library of Congress Check List of
State Publications, the United States Government Research and Devel-
opment Reports, and the United States Government Monthly Catalogs.
Other sources for the staff-developed lists included the publications
of selected educational research laboratories and centers, documents
from the publishers of reading materials and reading tests, and materi-
als suggested by selected individuals with specialized knowledFe.
The latter group included members of the logic committee itself as
well as directors of ERIC centers.

As the preliminary lists were developed, they were submitted to
members of the logic committee for evaluation as to probable relevance
and significance to one or more of the tasks of the project. Individ-
ual evaluations of the logic committee members were combined. The
documents on which there was consensus as to merit became the bibliog-
raphy to be reviewed for the project and were assigned to readers.
No document was reviewed without having been evaluated and assigned to
task by all members of the logic committee, although some references



were included on which there was not total agreement as to worth
or relevance. In some instances, when no abstract was available,
the judgments of the logic committee mere based on "face validity"
provided by the title and author and journal reputation.

Wonitoring the Developing BibliographT

Themonitoring process by the staff occurred continually
throughout the project and took several forms. Every annual re-
view of reading research published.in_the last,decade.was search-
ed.for relevant references not already included in the preliminary
bibliographic lists submitted to the logic committee. Any cite-
tions which seemed appropriate to the staff were submitted to the
committee and evaluated in the regular manner. The same process
was used to examine and select citations from occasional reviews
of the literature, documents appearing in the published ERIC
bibliographies after the initial computer-assisted search, and
other bibliographies provided by educational and research organi-
zations.

A. second form of monitoring employed was the comparison,
midway through the project, of a list of the journals cited in
the project bibliography with that of Summers (1968, p.33) delin-
eating the journals cited in the 1956 to 1966 data base for the
ERIC collection. Any journals of the 40 included most frequently
in the ERIC data base which had not appeared in the project bib-
liography were searched for relevant articles.

The final form of monitoringwas oneroreviouslydescribed
It involvecithe:.Use pUtha,suidelines for each of the project
tasks.,: The information froMthefsearchjiat of each reader-com-
pieted review waS tranafetred to master charts, When too few or
noarticles:werefoUnd in any±:single categoryrd_theguidelines,
the:Inembers:of the:logic cOmmittee wereasked for suggestions as
to ..hOwtObest refocus,..theseatch proces6

The Review.Vormat

It wea esaential to the project to develop a review form
which would be a yehicle for the systematic, comprehensive, and
reliable analYsis of all documents read for the project. The
goal wasr:to design a form with, explicit_criteria for rating and,
analyzingjnanY kindsOf materials. Thormat wasdevelopedand
Modified diiring the fitst:fewimorithsof: the project and in4ts.
final formr.epresents the coMbined suggestions of the logic
committee,::the:technical:reviewcommittee,, an&the_project re-
viewera or readers The formhas several sections..

9
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The cover was designed as a general guide to the quality of

the reviewed article and to the.relationship of the -cimmeot to

the tasks of the Project. It was to be filled omt LI_ a specified

sequence and to represent, in briefer form, the more.idetailed
analysis within the body of the -review. A copy of t,:44 r.eview

form along with directions and generaR suggestioms to'readers are

Included in Appendix A.

The search list contained the_guideltaes, outlitwal and

abbreviated, for all of the project tasks. The first-section of

the seardhlist consisted'of elements telated to the ffirst yro7

ject task; the levels of reading achievement in the amited sAates.

These eiethents were inCluded under the headings:;

1. (school) levels;
2. age;
3. sex;
4. S.E.S.;
5. ethnicity;
6. geographic area;
7. all measures of learner potential; and

8. all measures of learner achievemeht.

The.next Section contained elements which pertained to the'second and
third project-tasks, Methods and 'materiala.of instrnction and teacher

training. They:were included under the headings:

costs of instruction;
Matetials of instruction;
.methoda-and.types'of:Program;
.teacher characteriStics and teacher performance

,

as a consequence of instruction.

e oUality Of the ieseaich was.ptofiled:in the. last/sedtiOns of-

the-search-list. Three-ordinal SCale6 were.used to objectify the

examination'.of the quality' ofthe data generation'proceduteS'of

the research (Gephart, l970a). The three research dimensiOns

investigated, when,appropriate, were: the representativeness of

the sample studied; the adequacy of the description.of.the treat-7

ment,used; and the reliability and validity of the measurement

instruments used in the'study.

Results of'this.part of 'the profiling proOedure ate represented oil

the CoVet.oUthe review-forM'by qUestion lour. The Cephatt ordit.71

scalea'are Presented in.detail in'Appendix.B.

The'next portion. Of the review form-included an absttact

section and a results.sectiOn. Readets included in the abstract

section. a descriPtion.pf:the purpose, method, and genetai results

of the research; the conclusion the author drew from the reSults;



and the reader's own critique of the document. The results
section was to be used for a more COMprehensive discussion of the
research and was to include any specific findings. Thete two
sections were intended to be Complementary so that together-they
constituted a verbal (abstract) and numerical (results) descrip-
tion of the article.

The last pages of the review form included a section for
listing any relevant data tables from a document. The readers
reproduced the tables, annotated them for clarity and interpre-
tation, and attached them to the review. Another section was"for
the inclusion of descriptions of any useful, or innovative ideas
from a study, such as implications for further research or ideas
not tested by an author. Any additional bibliography which ap-
peared relevant to the project was listed in the last part of the
form. Members of the project staff compared these reader-devel-
oped lists of references to the existing bibliography selected by'
the logic committee, eliminated duplications, and compiled lists
of the remaining references for later presentation to the logic
committee.

Selection and Training of Readers

.jhe-critical review of all docuMents selectedby the logic
committee was done by.a committee of readers. The readers were
doctoralcandidates from a:wide variety of disciplines including
psycholOg;r; edUcational psychologyi, education, soCiology,:anthro-
polOgy, political science,'English, and the law.: All oflthe
readers hadhad tOme backgroundjn social science. Each applicant
for theAootition::of reader wasrequired to:writeHa sample review
of the same:articIe, Using'thestandard reviewfOrm Each'reView
wasevaluated aUbjectiVely by at:leapt three Membert of.he techni-
cal review:cOmmitteeandtheptOject-.readers were selected on the
basis of the quality: of-the:tatple-reviews.

ThoseWho were-selected aereaders participated in-peveral
grouptraining meetingsThe:natUre,pf.the project .

andthe kind
Of informationwhich the:project staff iloped tocollect were ex-
plained thoroughly iviembert:of.Ahe staff examined carefully the
earlY reviews off:each:reader andmet individually withreaders
when.eny- further:training was neceSsary. In addition to being-
trained:to maketheAudgments apparent:in the review form, readers
Were provided with :the.Gephart desCriptiont of data analysis pro-
Cedutes;(1970a, pp... 211-222). A dipeutsion of the Gephart descrip-
tions was.,.used as atraining:vehicle,toproVide readers with in-
formatiOn meededto judgethe approptiatenettand theadequacTef
the data'analytie,:precedOret-deseribed inthe,research documents:.

Readezyevaluations of thedata analysis component of the

11
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reviewed research appeared in the answer to question five on the

cover sheet of the review form.

All reviews were scanned by members of the project staff

during the process of transferring information from an Individual

review form to the master lists used for monitoring the literature

search process. The reviews were routinely distributed to the
appropriate author-member of the technical review committee. Each

author read all of. the reviews for his task. If there were any
problems, the reviews were returned to the readers for clarifica-

tion. If more than one reader appeared to have similar difficul-
ties with the review process, general training sessions were re-

peated.

Reliability

Two hundred documents from the project bibliography were re-
viewed independently by pairs of readers as a basis for obtaining

reliability eatimates among readers. Each of the 200 documents
was read by any "reader one" and then any.;!reader two" of the pro-

ject readers. The variables selected for exaMination were thOse:

on whiCh.reader agreement was necessary fo* either the:operation
al or analytital aspects ofthe project. Thecomputational forMU7
la used-for the correlation-coefficients wag thatH:suggested: by

Hays:(1963. 506). There:were 400 ratings oneach of the vari-r
ableSexamined.:: The optirational variablesfrom thecoVer_sheet,-
ofthe reVieUvform fot which reliability coefficients were com-
7;lutedwere:

acceptance or rejectiOnof:zny article as:relevant
to the tasks of theproject (r .70;

'assignment to one or mote of the tasks
project (rxx = .79).'

The analytical variables examined were the ordinal-scales from

the searchlist--representing thequality of data_generation pro-

cedures- in.the,,reviewed 'articles (Gepharti.1970a). They were:

'1) "representativeteseof'units studied,rateci.on'afive
-point adale ranging from, "An unidentified groupof
eubjects was studied" tc, "The-entire population was

stUdied". (rxx:* '72);

The typeOf "treatnenteexperienced by the units rated
'..;:cnaHsix-:point-scaleranging from,,:"Something'Ofan 141,7

..described.nature wasHexperienced by :',:heunitsstudied"
'to "A'theoretically'based treaIment:waa: administered and
..described:endeontrols WereHeMployed far mediating Vari-
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ables identified in the theory AND-for variables extra-
neous to the theoty that might have an effect"

The type of "measurement" used rated on a five point
scale ranging from, "Data generated through an ad hoc
instrument with either no supportinz evidence as to
validity and reliability or evidence indicating poor
validity and reliability on either a commercially stan-
dardized or ad hoc instrument" to, "Data were gathered
through the use of either a commercially standardized or
ad hoc instrument AND data are presented which establish
high validity and reliability for its use in this measure-
ment task." (rxx = .89)

The detailed scales are included in, Appendix B.

Assuming that the level of training was somewhat constant
on all of the Gephart ordinal scales, one-possible explanation for
the gradient of,teliability coefficients obtained would be that
the readers experienced more difficulties 'with the,descriptions of
"treatments" than they did with the definitions proVided fot
either, "representativeness" or: 'measurement"dimensions. However,
the reliability cOefficients obtained Were sufficiently high to
suggest:that thispart of the profiling procedute can be done

The-sequence in which 41157 review WAS to be completed was to
detail the seardh list before the more general questions on the
cover were. answered. Gephart concluded, in his section on profiling
completed research, that when a study had been analyzed and profiled,
it had been descxibed on the following bases:

1)''!I4 it (1). 4 tePt,of .a hYpo#1e4i,4 or 411,4nswer..t .ah
empirical-question?.

) If it is a-test of a hypothesis, is the strength of con-
clusions: I The hypothesis is-very little more credible;
II .,more credible; or TIT, very much more credible?

3):Ohatris 1.1e quality of the.,data generation prodedure",.?
4) lsthe data: (a) 4pPropriately analyzed; or (b) naPpro-

priately'.analyzed., (1970a, p, .213),

These questions,with minor modifications were ,on the review
cover as:
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I. Is this a test of an hypothesis? (experimental, quasi-
experimental or demonstration only) YES. NO

or
L- II. Is this an answer to an'empirical question? (survey,

description, exploratory question, or review of litera-
ture) YES NO

(Now Complete Search List Pages 2, 3, 4).

III. (Answer to Question I is yes) The hypothesis is supported
by the author's conclusion(s)?

Not Supported Samewhat Supported Supported

IV. (Answer to Questions I or II is yes) Was the quality of

the data generation procedure Appropriate Inappro-

priate N.A.

V. (Answer to Queetions I or II is yes) Was the data
anelysis

Appropriate Inappropriate N.A.

VI. This article describes the atatus of Task I Task II

Task III

.Although the use of this section was not intended as a test
of the-adequacy of the .profiling"procedure for this project, it,

can, An effect,' be viewed-as snch. When the inter-reader reliability
coefficient on the general question of data generation procedure

(IV above) was computed, it was .55. It would.appear that more
specific definitions enhance the level of agreement;that is, read-

ers Were-lees-able to handle the.general questions of adequacy than
they were"the detailed ordinal scales on which the generalization

wee based:

To explore this question further, the inter-reader reliability

coefficient for the cover question (V above) concerning the appro-
priateness of the data analysis was computed (r = .54). As de-

scribed previously, the readers were given as part of their train-

ing the Gephert materials on profiling data analysis procedure.
These results suggest that profiling procedures, when clearly
specified on ordinal scales can be used reliably by trained read-
ers, but, that these procedures may or may nat generalize to the

broader questions of adequacy. If these profiling procedures are
to be used further as evaluation tools, some attention should be
given to the redefinition of the "treatment" dimension. Gener-
alizations, with or without the support of subparts need to be

tested and refined further. Analogs to the data generation pro-
cedures should be developed for data analysis procedures to what-
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ever degred.it is poSsihle. -If definitive sets of Profiling
Scales for.data analyaiswereneceasarily fragetented pr inCom-
pleteeVen..tentativeadalesrelating,:thempreConVentionally
uSedsorts.:ofanalysies:toresearchdesigns:woUld be'*efUl.,
A testedset of,profilingproCed4rescould becoMe basic:tools

armamentarium of current andHfuture researchera.H

Summary

The purpose of this project was to determine whether or not
an accurate appraisal . of the status of reading achievement and
readine instruction in the United States could be determined and
documented by an examination of,the existing literature in the
field of reading. The issues examined were:- the .present levels
of reading skill in ,the population; the methOdS and materials
currently used in readineinstruction; and the ways in which
teachers are trained for the,teaching of reading.

Two professional level commItties cooperated in the develop-.
ment and impleMentation of the processes and systemsjiecessary
to the.collection, analysis, and- final synthesis of the appro-

,. .

priate literature: A cOmmittee of_readers, doctoral icandidates
from a variety of fields, reviewed all documents selected for
inclusion in the bibliography of the project.

Preliminary lists of materials relevant to the tasks of-the
project were assembled.. Each member of the advisory committee,
composed of acknowledged experts in the field, rated for quality
and relevance citations to be included..in the .bibliography.
Documents on .which there-was'Positive consen,Iyus were reviewed by
readers. -The project bibliography was:continually monitored fon.
comprehensiveness both in relationship tothe tasks of the project
end to existing reviews of research in reading. .

Every document reviewed for the project was subjected to the
same reviewing process in Which it was judged for relevance,
assigned and.specifically related to the tasks and subtasks of
the project, profiled as to the adequacy of the research, and
summarized.

Two hundred documents from the project bibliography were re-
viewed,indePendentlY bY Pairs.of readers as a basis for obtain.-
ing reliability estimates among the project readers. The vari-
ables selectedfor examination were those on which reader agree-
ment ,was necessary for either the operational or analytical
aspects of the preiject. The reliability coefficients for the
variables selected for examination were:

reject/accept
assignment.t0; task (s)
representativeness
treatment
measurement

1.5
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-Of the:tens of thousands pf dotuments considered, 1,855 were
selected to be reviewed for the-Ilroject. ThisAlLanded 329 ret-
viewed for!taskI, 741 for teSkII'173 for taak:III, 120 CoVer-
'ing tasks I and 114:56 coVerj.ngtnsks II and 1131 covering
taskS I, II, and III 7 Covering!taSka T and:,1II,:and398which
were either nOt asSigned-to task, or wereAudged by readers as
'not relevant to the tasks of.:thel)rOject.

The processes:and systems describen this chapter were
deve1oped to effect a CoMptehensive eearch:and systematic review,
Of literatureappropriate to*the three issues described bythe
United 8tateS Office Of Education.:The,collection and, analysis-
prOdeSse6 weie-Intended'-to PrOVide the structure necessarY!for
atynthesiS and:Critical reView;of the inforMation baSe for cur-.
rent aSsUmptionSregarding thestatus:of instruction and achieve-

ment'of reading in:the'AinitedStates. ThOse criticalreviews

23



1:10 READING PROBLEM IN.THI.UNITED.STATES

The reviewer's charge was to survey the literature pUblished
in the United States betWeen 1960.and 1970, to .determine the extent
of the reading proble m. in the country; and to identify, analyze,
and summarize existing survey and test data which indicate the
reading ability of various populations _in relation to the "indi-
vidual and social .needs".of -the populace.

The literature from 1960 to 1970 was selected by reason .of
its probable relationship to any reading problem in the United
States,which might:currently exist. However, in .order -tp, put the
current status of-reading achievement, int6,historicalperspective,
it 'also became necesdary:to :review a_selectnnmber of .landmark
documents which refer to :popuIations-of earlier periods. (fP;
example, Ginzberg and'Bi.aY, 1953).

,etiot to the review, 'it was assumedthat:a significant
-literature existed_which.documented the:reading,ability,of-various
subpopulations,as.a -function of sex,- age,,race socioeconomic-sta-
tus, .etc.., and that .various standards.of.reporting,Utilized,in,this
.literature could be equated.te:ludividual,-and social needs. In-
the actUalreView process.this,assumption.was not ,met in .fact'.

17

Unfortunately,Gephart's,:formulation (197001.o1ds truefor
the literature,that has:been:surVeyed for -hia.Project.-

"MAny:Statements:-have .beew-madeich assert,that our society
has a reading-problem.: These.,assertiona.havebeen:madeNith
sufficient authority and frequency :that they .have ,been-
accepted'as,fadt:'a reading_problem:eXists. ,What is the
desirable, level of reading competence.to be.achieyed by ,the
'individual in our society? Even more basically, what level of
reading:competence is mecessary.tO function in our culture?
Neither-of these.qdestions,has been answered on either an
empirical or.logical basis.. Reading and reading achievement
have been.the .target..of measurement efforts overtheyears,
-but-,the'data do-not.answer the two questions cited.aboye." (p. 46).

Hardly any of,thejiterature available for review in ,this
pkoject was.Concerilewith how well a defined.group.of individuals
read ,iwcomparison.with acriterion of individual or social,:need,
""Y.000menis'were:oonCerned,.with.whether_one,group performed

..better:or worse,than-anotherc There is a body of literature:com-
Tering.boys,and-zirls,or:Negroes.and'whitePor,Indians on: th.e reser-
vation and Indians off, the, reservation, butVerY.little,on.how,well
.Negroes or,Indians or any, other:defined group read ,eiccept in refer-
enCe .to'some other population.
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The documents provided the reviewer did not indicate the

level at which an individual should read in order tp meet. his
Individual and socialjmeds.. The'litetature that seemS most
relevant is expresSed Primatily in terMs-of the application of

one Or more teading fotmulas to assign,,a grade level of difficulty
to a:particular- book, article, or passage (Chalk, 1958). The

aseumption iSthen-:Sametimes madethatsuch a:ratedgiassage Or
attialdia :SoMehoW'releVant taneed. :Asanexample'of Stich an
appkOach,lKern et:al (1970) have recently published data.showing
the teadingdiffitulty of .variousaxmy technical manuals. That

these'are written at d.school grade equivalent far aboveHthe
reading grade level which men in: the various specialtieth

ordinarily attain is assumed to be evidence of a discrepancy

between need and achievement.

HoweVer, there exiStsrneither a good estimate of the reading

abilitynecessety:t6 fundtion satisfactorily in modern sOciety
noraSatisfaCtoty estidateOf theabsolute reading achievement

of.:ted6Onably!definedaubgrOups in:.the-United-States.':
, - .

Since educational researchers in the United States have not,

in general, been concerned with the reading problem as defined in

the USOE proposal ("to determine the quantifiable deficit between

the present state of reading ability in the U.S. and the individual

and social needs of the'populace"), an attempt will be made here,

first, to derive an estimate of reading deficit by utilizing grade
level definitions of reading achievement as standards for meeting

individual and social needs. Secondly, an attempt will be made
to determine the extent of the deficit of various groups in the
population when compared to these standards. Estimates of the
distribution will be made primarily on the 'basis of two kinds of

infotmation, 'distributions of Years of education completed and

grade equivalent scores on'nationally notmed tests of reading

achievement The review will focus on information available from

the fOurth grade to adulthood, since the available data base is

concentrated within this range.

Before examining the information on norm-referenced tests,

however, it is important to review the significant data base for

educational achievement in the United States which may be derived

from the decennial censuses and the periodic Population Reports

.of the United States Bureau of the Census. These census data pro-

vide most of the reliable information that exists on the educational

achievement-and state of literacy of various subgroups of the total

population. Both the number of years of education completed and

the status of literacy can be categorized by a large number of

demographic'variables. Analyses and reports of the complete 1970

census were not available for this review. The data to be reported

on level of educational attainment are based on sample populations

studied in 1969 and 1970.
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There is also A-literature,Narying greatly in quality, which
comparestbe relative PetfOrmance Of various groups on Standardized
reading tests anVotherHmeasures.-Of reading. This literature 'is
fairly:consistent .1n confirmingthat readingachievement is.related
to such factors asage, years of. education coMpleted,, soCipecondMic
status,minOritY,groupmembeship, languagespoken.in the home,
"intelligence% rural7urban_Status, and:region of the country. The
effects of these factora on reading achievementilave been'dOcumented
in Such stUdies as the Coleman study (1966) and. Project Talent (1964).
The evidence is clear that reading performance is related.tp the
same factors that relate to economic and social deprivation in the
United States.'

Those groups which are the target for the War onpoverty, for
examplei are the same groups for which levels of educational and
reading achievement are lowest. The War on 2overty has attempted
to devise a criterion that:will determine when the war on poverty
has been won,isuch,asincome.44,200 per year for,:a family of
foUr-living 4n, an urbauareatsemsably,if-every:failly 11.0
this (orYsome.Other)::minimum income, the'war would be:Won. The :

minimuevelofreading achieveMemt,nedessazy to Meet: the
"indiVidual and sociaLmeeds popU1aCeIn has not been:so
defined.H,Until this Is accompliAted, studies of:how weIl'different
subpOpuIations reddr..cenibe'tonly rea1.4tive

the extent of the readiimg problem in the United States,
a-adefined1his review, will, c.zrr-7-necessity, 13e:subjective and
diScu6Sed inrelatiVe terms:based. on.Varying:atandards of Minithal

_

ordeSiredreading achieVeMent that,donot;neceSsarily:haye wide
endOrSement.

Levels oflAteraCy

'Therejleve.been Some attempts to define a readiiiga44iavat!lent
goal:inabsolUte terms.- These goals haVe-generally related tO-Sucli
cOncePts As literacyor:functional literacy defined asyears of
education completed Or grade equivalent on a standardiZed'reading
test.

UNESCO has provided a definition of literacy which has been
adopted by all its member states. It defines as literate a person
"who can, with understanding, both read and write a short simple
statement on his everyday life"' (Lit2017

1967-1969, UNESCO,
1970, pp. 1-113).

The U.S. Census Bureau has adopted a similar definition of
literacy (U.S.' Bureau of the Census, Current Population Reports,
Series P-20, No. 217, p. 5) the ability to read and write a
simple message in anY /anguage. For census' purposes, all individuals
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with more than five years of schooling are counted as literate.

Those with less than five years of schooling completed are asked

if they can read and-write in'any language. If the answer-is

yes; the respondent is classified as literate; if no, illiterate.

Neither the UNESCO nor the U.S. Cenaus Bureau definitions appears

to be particularly relevant-to defining the reading problem in

the United States, since ability to read and write a simple

message alone probably would not enable an individual to meet his

"individual and social needs",

During,World War I; the U.S. ArMy.defined functional literacy

as the equivalent of a fourth grade education. Ability to read at

the fourth grade level was presumed to allow the individual to read

and understand newspapers and to write letters hame, According to

Folger and Nam (1967), from 12 to25 percent of the soldiers inducted

into the Army during World War I at various campO failed.to pass

this Criterion.

The inadequacyof both-the eenaus and-the Army-definitions is

sUggeStedloy giutberg-andBrayH(1953) who indicate that the evidence

of futetionaLilliteracwas muck:higher 4utingWorld War II tham

would hair& been predicted On the:basisof literacy:data and years

Cof,education cOmpletedcaa rePorted in:the:1940:census. Similarly;

-during::the Korean War And the'Nietnam'War, many more Individuals

Were identified asfunctionally illiterate-than,vould have been'

.predicted;:onthebasis of.the U.S. Cenpue.

While the:military;service has generally defined functional
literatyasequiValent to t1e leveIreached on completion Of. four

,or:five:yearth:of sthOOling;7-'. other_definitiOna have been prOposed.

The Adult:Basic Edudation::ActOf 1968 recommends Achievement of

the:_eighthHgrade-leVel as' thetargetA3f thei:Adult Basic Education

PrOgraM.H AccOrding td this definition, those individuals who do

notread_at the equivalent:of the eighth grade level suffer from'

a re441-4g:4f*Pit.(U.S. Office of Education, Division of Adult

EducatiOnPrOgrams,.:1967).

ifie:National Advisory Committee on Dyalexia (1969), in arriving

.at an estimate of the reading problem in the United States, usee the

criterion of grade level deficit -- an individual whose reading

grade Placement is two or, more years below his age or grade place-

ment sUffera froina reading deficit.

These definitions typiCally define reading deficit on nationally

norMed tests In.'terms of theequivalent og grade achievement or on

the nuMber of years ofEschoOl completed or on a periOnls standing

with respect to some reference group. Reading defitit figures based

Currently,'the 'Army gives literacy training to,thoae whose

reading achievement on a norm-referenced test is below fifth

grade level and "graduates" those who achieve at that level.
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on self*.report(such as those of:--7:the U.S. Census) have obvious;
problemS associated with thereliability_(unreliability)-of.the
infOrMant, including his truthfMlnesa and underatandine of.the
definition. Reading deficit figures.baked'on definitions of gtade
level deficit have Other associated.problems. With the:increased'
practice of moving pupils from grade to grade:without respect t-o.
achievement, the meaning of this type of deficit will depend pzi-
marily:on a school's promotional policy. Also, a two-year deficit
Is related to the age and grmde of an individual; it means same
thing different at grade eight or tea than at grade four. Whine
all definitions. may be.dnadequate, readily accepted standards of
reading achievement.independent of the nationally standardized
tests do _not exist, however, and documentation of deficit contin-
ues to be most frequently based.vn self-report figures.

There are under development several other approaches to
measuring reading achievement, however, -which attempt to deteomine
what an tndividual should be able to do with respect to certxtla
specific reading tasks and themto determine whether or not be
can perform these tasks., Mils approach is being utilized by Cale
National Assessment of EducattmnR1 Progress (1970) to develop
exercises in reading appropriate for given age levels. In the
National Assessment Project results will be reported mot in temms
of norms but in terms of percent of a given age popmlation able
to perform satisfactorily on a particular reading task. Data will
be available from this project at each of four age.levels (9, 13,
17, and Adult), for subgroups categorized on such demographic
variables as region of the country, race, size of schools and
urban-suburban-rural location.

In additiOnto the NationalAssessment,project, other groups
Are currently::attive in deVelopin& such criterion- or performance-
referencedtestnOtably:tW.Colorado:-State Department of Educa-
tion and the Instructional Objectives Exthange of the Center for'
the Study,of Evaluation:at UCLA)-.

Ihe USOE itself has recently funded a study (Contract No. OEC-
0-70-4791 (508)) to develop a measure of reading competence that is
based on a set oi adult reading tasks selected to have favorable
returns to the individual and to society in general. This measure
will utilize the ability to perform specific readi-g functions
deemed relevant to functioning in today's world as evidence of
reading competence.

Since data from these criterion-referenced approaches are not
yet available to this Project., the standards utilized for determining
the status of ,the reading problem in the United States will be:
literacy as defined by the U.S. Census Bureau; functional literacy
as defined by 'the number of years of education completed with emphasis
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on completing less than five, eight, and twelve years: of educa-

tion; and grade achievement on:nationall7.norm-referenced tests

of reading.at the66.1evels.-

'Illitétacy'in-the-United-States

in the .1969 and-1970 populations studies of the Mureau:

of-the Census, projections were made-to estimate the Ia-,Idence of

illiteracy in the population alit a whole from visits to:approximately

50,000 housing units. Data were collected by an intervtaw with an

adult respondent, both with respect to Imself and mll ,J,Ider Indi-

viduals residing In the housing unit who .were 14 years .calA or:over.

The following definition of illiteracywas used:

"...persons who were reported as not able both to read and

to write a simple message either in. English or any other

language were classified as illiterate. Thus, illiterates
include persons who are able to read but not wri Persons

who formerly knew how to read and write but who ,weme unable

to do so at the time of the survey because of mental. and

physical impairment, such as blindness, were classtaled as

literate. In the 1969 literacy survey, responden= -were

asked (1) if the persons could read and write the language

now usually spoken in the home; (2) if the person could read

and write English, if some language other than English was

now usually spoken in his home; and. (3) if the person could
read and write the language now usually spoken in his home

when he was a child, if some language other than English had
been spoken" (U.S. Bureau of the Census, Current Population

Reports, P-20, no. 217, 1971, p. 5).

All.--petSons.who haoLeompleted six years or-More of schOoLwere,

assuMed to be literate.

Appendix C presents the distribution of the esttmated 1,443,000

illiterates in the U,S. by age, sex, and race.based am:thie 1969

census definition.

Illiteracy rates. As indicated in Table 1, the illiteracy

rate in the United States is currently one percent of the popula-

tion 14 years old and over. In actual numbers, this is a popula-

tion figure of 1.4 million persons. In the decade since 1959, the

number of illiterate persons has decreased to the 1.4 million

figure from 2.6 million, despite an increase in the number of per-

sons 14 years old and over of 21.8 million.
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TABLE 1

PERCENT ILLITERATE IN THE POPULATION, BY RACE, 1870 to 1969

(Data for 1870 to 1940 are for the population 10 years old and over;
data for 194-7, 1952, 1959, and 1969 are for the population 14 years
old arrx:1 blrer)

.7ear

Negro and
other

Total White races

1969

1959 ....
1952

1947

1940

1930

1. 8

13. 6

7. 5

10. 2

11. 02. 7 1. 8

22. 9 22. 0 211. 5

1920 ......... ....
1910

1900

1890

1880

1870

7. 7

10.7

13.3

17.0

20.0

5. 0

6. 2

7. 7

9. 4

11. 5

1 Negro only in 1969.
z Estimated.

30. 5

44. 5

56. 8

70. '0

79. 9,=0
Source: Current Population Reports, 5 ries P-20, No 217, 1971
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Illiteracy and education. As indicated in Table 2, with
each increase in educational.attainment as measured by number of
years of school completed; the illiteracy rate declinee The
illiteracy rates range from 57 percent of those with no years of

schooling to about 2 percent of.those with five years oi schooling.
The Bureau of the Census studies assume that 100 percent of those
with six years or more of schooling are literate.

Illiteracy and age,. Tables 3 and 4 illustrate the relation
of age and illiteracy. Illiteracy in the United States is obviously
an age-related phenomenon. The illiteracy rate for those over age
65 (3.5 percent) is more than three times the rate of those between
45 and 64 years of age (1.1 percent), seven times the rate of those
between 25 and 44 (0,5 percent), and more than eleven times the
rate of those between 14 and 24 (0.3 percent). Of the 1,443,000
Illiterates indicated by these population studies, more than one
million (about 77 percent) are over 45 years of age.

Illiteracy rate and sex. As iedicated in Table 3, only for
Negroes is there a relationship between sex and illiteracy. The
male Negro illiteracy rate is 4.3 percent while the female rate is
only 2.9 percent.

12j.j.... rate and race. Tables 1 and 3 indicate that illit-
rates are associated with race for the total population. The illit-

eracy rate in 1969 was only 0.7 percent for whites but 3.6 percent
for Negroes. There are about 891,000 white illiterates and
540,000 Negro illiterates. The differential in illiteracy rates
is a function of age (Table 3), being higher in the older groups
than in the younger groups. The differential is also related to
years of schooling. Table 5 indicates that whites who are illit-
erate are more likely than Negroes to have no years of schooling,
but that Negroes who are illiterate are more likely than are
whites to have one to five years of schooling.

Illiterac/ and Spanish origin. The Current Population
Report p-20, No. 213, ofthe.U.8 Bureau of the Census (1971)
provides data based one sample survey which identified respon-
dents with respect to Spanish origin. While the information was
not categorized in the eame way as other Population Reports on
illiteracy, reasonable estimates can be made. Of the 9.2 million
persons of Spanish origin, 62,5 Percent (about 5.75 million) are
14 years of age and .older. Approximately 9.3 percent of this
group havecompletedjess than fiVe years of school compared to
4.1Tercent of the U.S. population in the eame:ege range, suggesting
thet the illiteracy rate for persons of Spanish origin is more than
tWiCe:the7rate ler tt* POPuletion as a whole. :Within the popula-
tion ofSpanish origin, educational attainment is lower for thoee
of Mexican or Puerto Rican background than for those of Cuban,
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TABLE 2

PERCENT ILLITERATE OF PERSONS 14 YEARS OLD AND OVER,
BY YEARS OF SCHOOL COMPLETED AND SX: November, 1969

(Civilian noninstitutional population)

Years of school
completed

Both
sexes Male Female

Total

No school years.

1 year

2 years

SoUrcp: Current Population Reports, Series'P-20, No 217, 1971
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PERCENT ILLITERATE OF PERSONS 14 YEARS OLD AND OVER,
BY AGE, RACE, AND SEX: November, 1969

noninstitutional population)

Age and race

ALL RACES

Both
sexes Male Female

Total, 14 years and over. 1. 0 1. 1 1. 0

14 and 15 years O. 3
16 to 24 years .. ..... 0. 3
25 to 44 years 0. 5
45 to 64 years 1. 1
65 years and over .. 3. 5

WHITE

Total, 14 years and over.
14 and 15 years .....
16 to 24 years ..
25 to 44 years ......
45 to 64 year,s
65 years and over

0. 7

0. 3
0. 3
0. 5
1. 3
3. 4

0. 2
0. 2
0. 5
0. 9
3. 5

0. 7 0. 7

0. 3
0. 2
O. 4
0. 7
2. 3

0. 2
0. 2
0. 5
0. 6
2. 4

Total, 14 years
14 and 15 years
16 to 24 years
25 to 44 years . .....
45 to 64 year s
65 years and over

and over. 3. 6
-
O. 6
1. 3
5. 5

16. 7

4. 3

0. 8
2. 1
7. 4

17. 2

2. 9
-
O. 4
0. 6
4. 0

16. 2

Represents zero.

Source: Current Population Reports, Series P-20, No 217, 1971

1

t

A 7
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TABLE 4

PERCENT DISTRIBUTION OF ILLITERATE PERSONS 14 YEARS
OLD AND OVER, BY AGE AND SEX: 1969

noninstitutional population)

Age and sex 1969

BOTH SEXES

Total, illiterate 100.

14 to 24 years 6.
25 to 44 years 16.
45 to 64 years 31.
65 years and over 45.

MALE

Total, illiterate 100.
14 to 24 years
25 to 44 years
45 to 64 years
65 years and over

0

8
5
3
4

0

8. 6
16. 7
36. 3
38. 4

FEMALE

Total, illiterate . .

14 to 24 years 5. 1
25 to 44 years .. . 16. 6
45 to 64 years .... 26. 3

.65 years and over 52. 0

Source: Current Population Reports, Series P-20, No 217 ; 1971



28 TABLE 5

PERCENT DISTRIBUTION OF ILLITERATE PERSONS 14 YEARS
OLD AND OVER, BY YEARS OF SCHOOL COMPLETED, RACE, AND

SEX: 1969

(Civilian noninstitutional population)

Years of school
completed and race

1969
Male Female

WHITE

Total, illiterate 100.0 100.0
No school years 60.2 70.4
1 year 8.0 5.2
2 years 10.2 10.9
3 years 13.7 7.1
4 years 4.1 5.0
5 years 3.7 1.3

NEGRO

Total, illiterate 100.0
No school years . . .. 39.0
1 year 18.4
2 years . .. ...... . 17.0

years ......... - 13.5
4 years . 5.3
5 years . 6.7

100.0
52.6
18.4
8.3
9. 6
7.5
3.5

Source: Current Population Reports, Series P-20, No 217, 1971



29

Central or South American, or other Spanish. Consequently,
within the Spanish origin group, illiteracy is probably more of
a problem for Mexican and Puerto Ricans than tor other Spanish
origin groups.

'Illiteracy'and geogtaphiCal-region. For the population
25 years of .age and over, 7.5 percent of the population in the
South has less than five years of schooling as compared with
4.0 percent in the West, 3.7 percent in the Northeast, and 2.9
Tercent in the North Central. Similarly, the metropolitan areas
have a rate of 4.3 percent and non-metropolitan areas have a rate
of 7.1 percent (U.S. Bureau of the Census, Current Population
Reports, Series P-20 No. 207, 1970).

Suasayal. Illiteracy, as defined by the Bureau of the Census,
is primarily a problem of years of schooling completed. For those
with five years of school or less, illiteracy rates drop sharply
as even a liMited number of years of school- :increase. The effects
of age; sex., and geographical Iodation probably reflect the cumula-
tive effects of the availability of education in the past 75 years.
With the almost universal availability of 12 years of free public
education in the U.S today, the "production of new illiterates"
(as defined by the Bureau of the Census) is probably at a minimum.
Recent statistics:indicate that only 1.14 percent of the population
.a4ed 14 td 24 have not completed 5 years of schbol. This reflects
an illiteracy rate of about 0.3 percent for this age group.
Illiteracy as asignificant problem4n theAJnited:States today is
related to age,. :geographic:region, ane.to specific ethnic papule-
tiOns,o

It must be cautioned, however,:that these statistics are based
on seif-report, or-answers to questions about literacy, tot to
demonstrations of performance.:- The experienceOf the arnied forces
in World War II and later indicated thatthe Standard-definitions
of literacy did not serve to delineate the limited ability of many
servicemen to coMMunicate with their fellow men. Not only:thoSe
'definecl-aa illiterate*by: reason of a limited numberof school years,
.bUt::some ServiceMenwith'education beyond this limited point, WPre
'foUnd tObe inCepable of-perfOrMing militaryfunctionSAmvolving
:reading and Writing.

Training-.prOgrAMS designed.:tO giVeserviCementhe equivalent
of a fOurthgradeeducation suCceeded intlaking:them functionally
-literate_tO the:extent that they were able to readand:understand
baSic military::COMmunicationSanOgere capable- ofwriting letters
hareid.Apparentiv,:any differende:between literacy: atthe fourth-
grade'level aa'determined'by the military end th6 requirements of
military life'is evidenceofa discrepancy between reading achieve-
ment and need in this context. FOr an American to participate
effecti7Tely as an economic and social individual in the America
cif the seventies, much more than ability to read and write a
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simple message is required, however.

Literacy, as defined-by UNESCO ancithe'Bureau of

represents only the loweat leverof underatanding the'
and hardly represents an Ippropriate goal in a highly
society.

Functional Literacy and Educational Attainment

.the Cenus,

.Writtenword
developed

UNESCO, the Bureau of the Census, and the U.S. Lrmy, for
example, have suggested that a minimal level of functional literacy

is equivalent to the completion of four or five years of schooling.

The Division of Adult Education of the U.S. Office of Education (1967)
has defined the educationally disadvantaged population as those
individuals 18 years of age and older who have less than eight years

of formal schooling. Such persons are defined as functionally illit-

erate, meaning that many can read or write to some degree but are
unable to become productive citizens in today's society (p. 9).
The attention to high school graduation as the minimal standard
is emphasized daily in this and other definitions of the level of
functional literacy required in American life.

In this section, we will be concerned with the distribution
of these three levels of eecational atta1nment8 completion of five

years of school; completion of eight years of school; and completion
of twelve years of school. The,e three levels appear to represent
minfottal, obtainable, and optimal goals for the short-term future.
Thooe rersons with less than iive years of formal schooling are

assumEA to be functionally ill-Iterate. No less than eight years of
schooling may represent the level of functional literacy necessary

to meet the economic and social needs of modern society, and twelve
years of schooling appears to be the current goal in the United

States.

Appendix D provldes detailed figures on years of school completed
for the U.S. population 14 years of age and older as of March 1970,

by age, race, sex, type of residence, and region of the United States.

For each of the three levels of education, the ordering of the scope

of the problen is similar at all age levels. Since most individuals
have completed their education by age 25, we will discuss educational
attainment for the population 25 years of age and older to indicate

the size and scope of functional illiteracy.

Educational attainment and at72e. Table 6 indicates the level

of education of persons 25 years and older and of those in the 25

to 29 range as of March 1970. For the total population over 24

years old, 5.3 percent have not completed five years of school,
but in the younger age range (25 - 29 years old) the rate is only

1.1 percent.
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PERCENT OF PERSONS 25 YEARS OLD AND OVER WHO HAD
COMPLETED A GIVEN LEVE L :OF SCHOOLING BY AGE AND SEX,

MARCH, 1970

Age and Level Completed Total

25 to 29 YEARS OLD

Less than 5 years

Less than 8 years

Less than 12 year....4

25 YEARS OLD AND OVER

Less than 5 years

Less than 8 years

Less than 12 years

Source:

3. 7

24. 7

5. 3

14. 4

44. 8

Male Female

1. 4 0. 8

4. 2 3. 0

23. 3 25. 6

5. 9 4. 7

15. 4 13. 4

45. 1 44. 4

Current Population Reports, Series P-20, No 207, 1970
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Among the total .age group over 24 years old, 14.4 percent of

the population has falled-todbmplete eight year's of schobl compared
to 3.7 percent within the 25.-;29..age group.

Similarly, 44.8 percent of the entire population over 24 as .

compared with 24.7 percent of the age group between 25 - 29, failed

to complete 12 grades of schooling.

Of the approximately six million persons over 14 years old
who have less than five years of school, about 320,000 are under
25, and approximately four million are over fiftrlive. As with
the prdblem of literacy as defined in the Bureau of Census basic
definition, the number of Americans with five, eight, or twelve
years of schooling is highly related to age.

Educational attainment and sex. For the population, between
25 and 29, fewer women than men have completed less than five or
eight years of schooling, but fewer men have completed less than

12 years. For the entire age group over 24, women have a slightly
higher level of attainment at each of the three levels of education

completed.

Educational attainment and race. Table 7 indicates that the
educational deficit is a more serious problem for Negroes than for
whites, but that the differential Is somewhat less for the younger

age group.

The higher the educational attainment needed to meet the
criterion of functional literacy, the greater is the Negro deficit

compared to whites.

Sixty-six percent of Negroes compared to 43 percent of whites

have less then /1 years of education. At the five-year criterion
level the comparable figures are 15 percent for Negroes compared

to four percent for whites. For the younger age group, the rela-
tive deficit has decreased for the five- and eight-year levels,
but still remaims large at the twelfth grade level. About 44 percent
of Negroes in the 25 - 29 bracket have less than 12 years of educa-
tion compared to 22 percent of whites.

Educational Attainment and ethnic ori. Data on ethnic
origin and educatiOnal Attainment arereported in Current Popula-
tion Reports Series P-720, No. 220.. The cbmplete table is reprodw:.ed

. in Appendix E. --The data were colletted in:November 1969,and rePorts
on the educational status: of the-following ethnit Origins are
included: English,'German, arlah,:itallan, Polish, Rusoian,..Central
or-South America,-Ouban, Mexican; Puerto. Rican, and other Spanish.
.In general, only those groups of Mexican or puerto Rican ethnicity
show a deficit signifidantly different from whites. . For the.Nexicans,
45.5 perct have less than eight years of schooling and for Puerto
Ricans the figure is 45.1 :percent. For the Other ethnic groups, the
rates vary.fram. 8.6 pertent to 20.0 percent..
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TABLE 7

PERCENT OF PERSONS 25 YEARS AND OLDER WHO HAD COM-
PLETED A GIVEN LEVEL OF SCHOOL BY AGE AND RACE FOR

THE UNITED STATES, MARCH, 1970

Age and Level Completed All Races, White Negro

25 to 29 YEARS OLD

Less than 5 yeare

Less than 8 years

Less than'12 years

25 YEARS OLD AND OVER

I,ess than 5 years

Less than 8 years

Less than 12 years

1. 1

3. 7

24. 7

5. 3

14. 4

44. 8

0. 9

3. 2

22. 3

4,

12. 4

42. 5

2. 5

7. 1

43. 7

Source: Current Population Reports, Series P 20, No 207, 1970

0
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For the population 25 years and older with less than 12 years
of schooling, the Mexican rate is 75.7 percent and the Puerto
Rican is 77.9 percent. These compare to Negro rates of 663
percent and white rates of 42.5 percent. As with the white and
Negro groups, educational attainment is related to age, but even
the younger age group shows a significant deficit. For the age
group 25-34, the Mexican rate is 23.4 percent with less than eight
years of education compared with 54.9 percent for those 35 and
older. Similarly, the Puerto Rican rateo are 23.2 percent and
53.4 percent.

In terms of educational deficiency in the adult populations
those of Puerto Rican or Mexican origin shoig the greatest deficit,
followed by the Negro.

Educational attainment and location of residence. For all
races, end for whites and Negroes separately, educational attain-
ment at each of the three levels (less than five, eight, or twelve
years) is better in residence within metropolitan areas than with-
in nonmetropolitan. Metropolitan residents outside central cities
have the highest percent attaining each of these levels followed
by central city residents, non-farm residents, and farm residents
(Table 8). The one exception is that Negroes residing in metro-
politan areas outside the central cities have less education than
those living in the central city.

Educational attainment follows the regional distribution found
in earlier census reports, with the Northeast, North Central, and
West roughly comparable, and the South significantly behind the
rest of the country. The detailed figures are given in Appendix F.

Educational achievement and socioeconomic status. Several
reports based on the 1960 census provide information on the educa-
tional status of Children coming from parents at various socio-
economic Zevels. (Data will be available from the 1970 census to
update such distributions.) The census data reveal the well known
trend that as socioeconomic status increases, all indexes of educa-
tional attainment increase. For example, Current Population
Reports P-20, No. 207, demonstrates that as median years of school
completed rises, income rises. For the total employed United
States male population the median years completed was 10.6 for
those making 3 to 6 thousand dollars a year and 12.3 for those
making 6 to 9 thousand dollars a year.

Folger and Nam (1967), analyzing 1960 census data, indicate
that for males 16 to 17 years old whose. parents had less than
eight years of education, 72 percent were enrolled in school; for
parents with eight to eleven years of education, the figure is
84 percent; and for parents with 12 years or more of education,
the figure is 93 percent.

41
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TABLE 8

PERCENT OF PERSONS 25 YEARS OLD AND OVER AT A GIVEN
LEVEL CF SCHOOLING, TYPE OF RESIDENCE AND RACE FOR

THE UNITED STATES, March, 1970

Metropolitan Nonmetropolitan
Race & Level Completed Total In Outside

central central Nonfarm Farm
cities cities

ALL RACES

Less than 5 years 5. 3 4. 3 3. 1 7. 0 7. 5
Less than 8 years 14. 4 11. 9 9. 3 18. 4 21. 5
Less than 12 years 45. 9 46. 7 35. 7 51. 0 60. 0

WHITE

Less than. 5 years 4. 2 4. 7 2. 6 5. 4 5. 4
Less than 8 years 12. 5 1Z. 9 8. 4 15. 9 18. 5
Less than 12 years 42. 6 43. 7 34. 6 48. 8 58. 1

NEGRO

Less than 5 year& 15. 1 9. 8 12. 2 26. 0 37. 9
Less than 8 yel:r;13 31. 8 24. 0 27. 4 48. 3 64. Z
Less than 12 y..r! 66. 3 61. 1 61. 6 78. 4 88, 3
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"SUmMary. There is, contrasted to literacy as defined by the

Bureau of.the Census, a serious functional literacy problem in

the 'U.S. when.functional literecy.is equated to nuMberyeai-s of

school completed. The size of the'Problem depends on the level

of educational attainment accepted as the standard of functional

literacy. If completion of five, years of formal schooling Is

accepted as the standard, there are some eight million functional

illiterates; if eight years of schooling is the standard, there

are almost 19 million functional illiterates. And if we accept

the completion of 12 years of schooling, there are over 70 million

functional illiterates. Whatever criterion we choose, the educa-

tional deficit is related to age, race and ethnic origin, urban,

suburban, and rural residence, and region of the country.

Functional Literacy as Measured hy. Tests

The purpose of this section is to aralyze the existing survey

and test data and the technical literature that summarizes the

reading ability of the total population and of: various subpopula-

tion groups in the United States. Emphasis will be placed on norm-

referenced tests and the reading abilities of school age and adult

populations.

For most tests of reading achievement used in the United States,

the commoa way of interpreting scores is with reference to the per-

formance of the specific norming sample that is presumed to be re-

presentative of the total .population of interest. For reading

achievement, publishers generally have defined the population of

interest as the total pupil enrollment in public and secondary schools

in the United States. Some have attempted to include private and

parochial students as well as public school students. Despite this

similarity with respect to defining the population of interest, as

Lennon (1969) has pointed out, there are significant differences

among the major publishers in the way the samples are defined and

drawn from the total population. According to Lennon, "There are

discernible marked differences with respect to the population whose

achievement or ability the norms purport to describe. These differ-

ences arise from: the variables considered important as stratifying

variables; sampling procedures; the proportions of voluntary coopera-

tion forthcoming; the degree of control over administration and

scoring; and other critical characteristics" (p. 247).

"When we consider that to such differences from test to test,

there must be added differences associated with varying content...,

the issue of comparability, or lack of it, among the results of the

various tests may begin to be seen in proper perspective. Empirical

data reveal that there may be variations of as much as a year and a

half, in grade equivalents among the results yielded by various

achievement tests..." (p. 248).

4 3
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Thus, in this report, which.Uses data from several:publishers,
We Must .be.aware of .the lack.Of.preelsion inherent in our estimates
and recOgnize.that estimates baSed'on Test A may not.beidentical
with estimates'on Test B.

For most of the reading achievement tests, test publishers
provide one or more of three types of derived scores. These
derived scores are grade equivalents, percentile scores, and
standard scores.

The technique for determing grade equivalent scores is to
categorize the subjects in the norming group by grade and then
compute the median score for each category. The nmdians for the
groups (grades) are plotted against grade, smooth curves are fitted,
mathematically or judgmentally, to the successive points, and norm
values read off relating score to grade, usually in tenths of a grade.
Thus, a score of 6.7 is the score equivalent to the median score of
pupils in the seventh month of the sixth grade. There are, of course,
problems with grade equivalent scores, particularly in the establish-
ment of comparability, when several levels of a test are needed to
cover the entire spectrum of grades. For example, the Sequential Tests
of Educational Progress uses four levels to measure reading perfor-
mance between grades four and fourteen. Since the content varies
from level to level, the same grade level score achieved by differ-
ent students measured by the different levels does not necessarily
have the same meaning. Other problems have to do with the proper
bases on which to interpolate between*medians for two successive
grades or to extrapolate beyond the grades for which data are avail-
able.

In percentile ranks, a score is assigned a percentile value
that denotes the percent of scores of a specified group that are
exceeded by the particular score. Thus a percentile rank of 64
indicates that score that exceeds the test score of 64 percent of
the reference group.

Standard scores are scores which are transformed so that the
transformed scores have a normal distribution.with a prescribed
mean anda prescribed standard deviation. One'of the most cOmmon
standard-scores is the stanine which has a mean of 5.0 and a
standard deviation of 2.0.

All three types .of scores are interrelated and derive their
meaning and revelance from the norming sample on which the poPula-
tion is based. In this papere_despitethe inherent problems, we
will focus primarily on grade equivalent scores since these scores
are most easily understood (or misunderstood) by the lay public.
The most serious problem of grade equivalents, the extrapolation of

scores beyond the grades for which the sample has been tested., is

not of primary concern because we are primarily interested in group
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estimates of reading defiency. Also, since we are focusing on
group data and concerned with only one content area, we are not
troubled by the profile problem or the equivalency of grade
equivalents in differing content areas.

In interpreting grade equivalents, the norm-referenced base
must be recognized. Fifty percent of the pupils in the normative
sample on a norm-referenced test will fall below the median, or
the fiftieth percentile, or will read below grade level if it is
defined as a score equal to the median. Thus it is unreasonable
to expect "all children of a given grade to read at grade level".
A much more reasonable expectation is that samples similar to the
norming sample will be similarly distributed with respect to read-
ing achievement. Samples that are not representattve of the total
population can be expected to perform better or worse, depending
on the nature of the bias with respect to the aorming population.
For example, samples of students whose parents are from a low income
group would be expected to stkow a different distribution of scores
than the norming sample.

Tables 9, 10, 11, and 12 illustrate some aspects of the reading
problem based on norm-referenced tests that permit an estimate of
the reading deficit for students who are still in school. For the
total U.S. population who enters the 12th grade, we can expect (by
definition) half to read at grade level 12 and above, about 87 percent
to read at grade level 8.0, and as many as 99 percent to read at
grade level 5.0. Of those individuals who are in the eighth grade,
about 90 percent can be expected to read at grade level 5.0 or above.
Extrapolating this figure to the total adult population with 8 years
of school would underesttmate the reading level. The correct figure
would be significantly larger than 10 percent below grade 5.0, since
those who drop out of school are probably below average in reading.
The total population with less than 8 years of school (almost 13
percent of the population 14 years of age and over) undoubtedly read
at a much poorer level in terms of grade equivalent scores than the
samples from which these data were derived.

Despite the variations in the tables based on different tests
which differ in content, the level of deficit is relatively constant.
There is, of course, no gene-Lally accepted test which can serve as
the criterion and the calibration of tests to a common frame of refer-
ence has long been recognized as a need. Recently the Office of
Education has let a contract to interrelate seven tests of reading
(The Metropolitan Achievement Test, the Stanford Achievement Test, the
California Achievement Test, the SRA Test, The Iowa Test of Basic
Skills, the Sequential Tests of Educational Progress, and the Compre-
hensive Tests of Basic Skills) with the 'Metropolitan Achievement Tests
as the common reference test for grades 4, 5, and 6. In the future,
scores on any of these tests can be reported in grade equivalents
based on a common test.
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TAB LE 1 s

Distribution of Grade Equivalent Scores on Norm Referenced Reading
Tests for 8th Grade Students'

Percent at Grade Equivalent & Above

Test 8th Grade 7th Grade 6th Grade 5th Grade 4th Grade

STEP II 50 63 82 86 95

CAT 50 78 83 97 98

MAT 50 60 75 88 95

CTBS 50 68 76 86

1 These percent distributions were derived from various data
nrovided in the Test Publishers Manuals. They should be read as
rough approximations since each Publisher differs in the manner
in which grade equivalents are derived and the number of grades
which they cover.

Source:
Norm Tables for the Sequenti.al Tests of Educational Progress (11)
Norm Tables for the California Achievement Tests
Norm Tables for the Metropolitan Achievement Tests
No.rrn Tables for the Comprehensive Tests of Basic Skills
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TABLE 12

Distribution of Grade Equivalent Scores on Norm Referenced Reading
Tests for 6th Grade Studentsl

Percent at Grade Equivalent and Above

Test 6th Grade 5th Grade 4th Grade 3rd Grade

STEP 50 65 76

MAT 50 70 83 98

ITBS 50 74 81

CTBS 50 62 79 90

1

These pe:-...-ent distributio ,s were derived from variou data
provided in the Test Publishers Manuals. They should be ... as
rough approximations since each Publisher differs in the rnnner
in which grade equivalents are derived and the number of grades
which they cover.

Source:

Norm Tables for the Sequential Tests of Educational Progress
Norm Tables for the Metropolitan Achievement Tests
Norm Tables for the Iowa Tests of Basic Skills
Norm Tables for the Comprehensive Tests of Basic Skills

1)
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If we accept a grade equivalent of 5.0 as the standard for
Ineeting social and literary-needs,-about one percent of those with
12 years of education, 3 percent of those with-10 yearr5 of educa-
tion, 13 percent of those With_ 8 years of education, and 'A percent
of those with 6 years of education will read below this standard.

If we accept the figure of 8.0 as the standard, then 13 per-
cent of those with 12 years of education, 24 percent of those with
10 years and 50 percent of those with 8 years will fail to meet
the standarch

Applying these rates to the distribution of educational attain-
ment of those 14 years and over, it is estimated that there are
about twelve-and-a-quarter million individuals readinp: 1-elow a grade
equivalent of 5.0 and about forty-five million read.. .ttow equiva-
lent of 8.0.

These data provide reasonable information for the distribution
of reading achievement for groups of children representative of the
total population in these grades.

Reading achievement arid ethnic Origin. The Coleman study
(Coleman, 1966).remains the best study of racial and ethnit group
differences. Data were collected in.the latter part of 1965 on
over 600,000 students in gradesl, 3, 6, 9, and 12, based on a
sampling procedure designed to be representative of the public
schools in the U.S. including the District of Columbia. At grades
3,.6,9 and: 12, the Reading Comprehension tests of the Sequential
Tests of Educationa Progress were used. Table (13) indicates the
perfprmance of Negroes and whites invaripus portions of the country.
Compered tO whites in the Northeast, Negroes in the Northeast are
about 2,9 grades' behind at grade 12, about 2.6 at grade 9,.and abput
1.8 grades behind at grade 6.

'According to the Coleman study, "The degree of educational
disadvantage, at the end of 12:years of high school for those who
remained in school that long, remáin$ quite large. The Negroes'
averaoe tends-to be about one-standard deviation below those- of the
whites, which means that abour 85 percent of the Negro sOores.are
below the white average" (p. 219). Converted into grade equivalent
scores, 50 percent of the whites k:ompared to 85 percerit of the
Negroes read below grade level. About 14 percent of the whites in
the twelfth grade read below th:1 ninth grade level coMpared to about
94 percent of the Negroes. Similarly, about 14 percent of the whites
in the ninth grade read beloW the sixth grade level compared to about
96 percent of, the Negroes.

While these results are based or data collected tr 7965,. it is
apparent that our schools will contin J produce a me:-sive reading
deficit unless their efficiency is grez,AAT inereased j.th 43
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percent.of the Negroes in.the.2024..age bracket in 1969.completing
lesathan 12 years of.school and'about 22_perCent pf.whites'Com-
pleting lesS.than 12 years.of school, we are Still producing large
numberS of young people WhO'cannot read at the eighth'grade level.
Although the figures are not precise,' we are producing about
140,000 functionally illiteratei Negroes each year and about
650,000 functionally illiterate whites (using an eighth grade
criterion). The rates are even, more serious for Puerto Ricans and
Mexican Americans.

Table 13 includes data on Mexican Americans, Puerto Ricans,
Indian Americans, and Oriental Americans. Comparing the reading
achievement of these four ethnic groups to the white metropolitan
Northeast, Mexican Americans are about one standard de;iation below
at grades 6, 9, and 12; Puerto Ricans about 1.2 standard deviations
bel.m. Indian Americans are about .9 standard deviations below and
Oriental Americans about .4 staadard deviations below. At grade
12, these figures are equivalent to 3.3, 3.7, 3.2, and 1.6 grade
equivalents, respectively. For Mexican Americans, Puerto Ricans,
and Indian Americans, less than half the students in the twelfth
grade read at the 9th grade level.

Bass (19C9) reports reading achievement scores on the California
Achievement Test for 3,375 American Indian stvdents, ninth through
twelfth grade, in 21 different high schools in Alaska, Arizona,
Nebraska, New Mexico, South Dakota, Oklahoma and Utah. At the ninth
grade, students were 1.1 grade equivalents behind; at the 10th glade,
1.4; at the eleventh 1.9, and at the cwelfth grade, 2.5 grade
equivalents behind.

While the fact of educational retardation related to race and
ethnic origin is clearly documented, one cannot so readily attrib-
ute race as the causative factor. Many factors related to race also
relate to educational achievement. Socioeconomic status, parents
educational levet, urbanization of background, and other factors all
relate significantly to achievement.

T. L. Harris (1969) in his review of reading states that re-
search has failed to support the conclusion that race is the primary
role or determinant of reading success. The differences favoring
whites and Negroes appear to be a reflection of the total aocial en-
vironment: He cites particularly M. Deutsch (1965), who studied 34
language-related variables among middle and lower class Negro and
white children in grades one and five. Deutsch interpreted his data
to support the conclusion that lack of appropriate language stimula-
tion in early home and school life makes success in reading more
difficult with age and the factors enhancing this difficulty are not
related to race but to environmental factors related to race.
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Reading achievement and socioeconomic status (SES). There
are no studies which systematically attempt to est the reading
achievement of the population as a function of the childs or parents'
socioeconomic status. A. B. Wilson (1969), Loban (1966), and
K. R. Johnson (1967) all conflIrm the Coleman (1966) finding of the
relationship between socioeconomic status and reading achievement.
Even though the precise deficit that is related to socioeconomic
status, independent of the other factors, is not clear, the conse-
quences oi low status are. Persons of low socioeconani status
start school less well prepared for the kind of e-2ation that is
available, fall further behind each year they remain in school, and
complete fewer grades and fewer years of school than those of higher
SES. While the number of years of school completed is rising for
all SES levels, the differentials are still significant.
K. Johnson (1967), A. B. Wilson (1969), and Sexton (1961) agree
that children at the lower end of the socioeconomic scale are at a
decided disadvantage, but the independent contribution of SES is
indeterminable because of the confounding of SES with other factors.
Such concomitants of low SES as slower development of language
facility, paients' educatien, career motivation, less press for
school success, fewer home reading experiences, and the premise of
a greater discordance between the content of schooling and home
values for lower SES children are often cited as causal factors in
the chain linking low SES with reading achievement.

Reading achievement related to lateAligehce. Correlations
obtained between measures of intelligence and measures of reading
achievement depend on the particular test used and the groups on which
the measures are obtained; yet there is general agreement that a sig-
nificant positive relationship between intelligence and reading exists.
For the Metropolitan Achievement Test (Harcourt Brace Javanovich, 1970)
the median correlation between intelligence and reading for 18 differ-
ent samples is .80, with a range between .59 and .84. For ninth grade
and tenth grade samples, the California Aehievement Test Manual
(California Test Bureau, 1963) reports a correlation of .83 between
intelligence as measured by the California Test of Maturity and read-
ing achievement. The STEP II manual (Educational Testing Service, 1970)
reports correlations ranging from .75 to .83 between STEP Rea'!'ag and
the School and College Ability Tests for grades 3 through 12. For
grades 3, 5, 7, and 9, the manual of the Comprehensive Tests of Basic
Skills (California Test Bureau, 1968) reports correlations between Read-
ing and the California Test of Mental Maturity of .79, .83, .83, and
.84, respectively. These correlations are all for carefully selected
samples with average scores and standard deviations on the intelligence
measures. In fact, intelligence test scores and reading achievement
correlate about as highly as do two different intelligence tests. Part
of this correlation is due to the inclurclon of reading in many intelli-
gence tests; but even with intelligence tests of the performance type,

53
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reading achievement and intelligence are significantly interrelated.
Farr (1969b) provides a valuable recent review of this subject.

Such correlation implies that the reading achievement to be
expected of students will be in part of function of their measured
intelligence. For example, the California Test Bureau 1-7anua1 (1967)
indicates the expected grade placement from grades 4-12 as a function
of an Intellectual Status Index (ISI). While the MI is not computed
in the same way as traditional intelligence measures it is highlY
correlated with such measures and has the advantage of controlling
for years of schc.(71ing.

"The Anticipated Achievement Norms indicate the expected
influence of years of schooling as we: the interpolated effect
of chronological age and mental age den ions from the national
averag:. The effect of these two latter variables is controlled
through the adjustment featu-res incorporated in the ISI... The MI
differs from an intelligence quotient in that the chronological age
typical of students at a pav-i:.ular grade level replaced the indi-
vidual chronological age as a reference point" (p.44). Table 14
abstracts some pertinent data from the anticipated achievement norms.

Simmons and Shapiro (1968) compared the expected reading achieve-
ment of etudents with IQ scores ranging from 60 to 140 in grades 6,
8, 10, a.-41 12, computed by three different formulas. While formulas
yielded somewhat different results in predicting achievement, there
was little doubt that the lower the IQ, the greater the number of
years of schooling required for a given level of reading achievemert.
Thus the results are similar to those based on the California Test

Bureau formula. Thediscrepancies among the three formul ire

greatest at the extremes of the IQ distributipn.

Readin4 achievement:and sex differences. The literature on sex
differences is fairly large but characteriZed by small samples, inade-
quate controls, and messy statistics. Cardon (1968), in a review of
literature on sex differences and reading achievement concludes that

there is a difference favoring girls in reading achievement in the
elementary grades, but attributes the small difference favoring girls

to such faCtors as more sophisticated language on entering school,
teacher-and parent expectation, and social influences. Wozencraft
(1967) compared reading achievement on the Stanford Achievement Test
for 564 boys and girls in the third and sixth grades. Differences
favoring girls were significant at tha .01 level in the third grade

and at the .05 level in the sixth grade.

Gates (1961b), compared the performance of about 6,500 boys and
6,500 girls in 12 school systems in 1? states in grades 2-8. He

found statistically significant differences favoring girls at all

grade levels with the size of the difference decreasing as grade in-

creased. Sinks and Powell (1965) cOmpared the reading achievement
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TABLE 14

ANTICIPATED ACHIEVEMENT IN READING COMPREHENSION tOR
VARIOUS GRADES AND LEVELS OF INTELLECTUAL STATUS INDEX

(ISI)

ISI

Grade

12. 0 10. 0 8. 0 6. 0

Anticipated Achievement Grade Equivalents

130 15. 0 13. 1 11. 4 8. 4

100 11. 5 9, 8 8. 0 6. 1

90 10. 5 8. 6 6. 8 5. 3

80 9. 7. 6 5. 7 4. 5

70 S. 3 6. 4 4. 6 3.

60 7. 3 5. 3 3. 4 3. 0

Source: Administration Manuals for the California I Ilievernent
Tests (Elementary, Junior High, AdvanceE. vels),

1957 Edition.
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of boys and girls at five levels of intelligence as measured by the
California Test of Mental Maturity. The authors concluded that
their data failed to support sex differences in reading achievement
when levels of intelligence were controlled. In the Project Talent
Study in 1960, Flanagan (1964) reports that girls exceeded boys by
a small amount on reading comprehension-scores for each grade nine
through twelve. The differences are primarily due to the lower
scores of the boys in the lowest five percent of the distribution.
The standard deviations are larger for boys than girls in each grade.
Despite the small megnitude of the differences, it is well known that
boys more often than girls are enrolled in remedial classes.

The problem of growth. Using a norm-referenced test as the
criterion of functional literacy carries with it same hazards. As,

has been pointed out, the grade equiValent represents the median
performance of students in the norming sample at a given grade at
the time of standardization. If the desired level of literacy is
represented by a given grade equivaleut, say 5.0, on a particular
test at a particular point in time, this level is bound to the time
at which the test is normed. For example, on a particular test in
1960, a score of 44 may be equivalent to grade 5.0. If the test
were renormed in 1970, we might now find that a score of 47 is
equivalent to a grade of 5.0 and a score of 44 is equivalent to a
grade of 4.8. If the norming sample in each case was equally re-
presentative of the population of fifth grade students, educational
changes would have resulted in improving the reading achievement in
terms of 1960 norms but not in terms of 1970 norms. This dielemma is

equally true for percentile or standard scores.

Several studies indicate precisely this type of change. Gates
(1961a) compared the reading achievement of children tested in 1957
with the attainment of children tested 20 years earlier in 1937.
Some 31,000 children were tested in 1957 with the test on which the
1937 norms were based. Gates reported that 1957 children in the
range from grades 4 to 6.5 reached a particular level of reading
ability about 5 months earlier than did the 1937 pupils. Essentially,
compared to 1937, '957 pupils were about a half year advanced.

Schrader (1968) reports on the comparison of earlier and later
norms far three nationally normed tests (Iowa Tests of Basic Skills,
Metropolitan Aehievement Tests, and Stanford Achievement Tests).
The time between the two sets of norms ranges from nine to eleven
years. .

For the reading tests, the difference was about eight per-
centile points; that is, a student who excelled 50 percent of the
group on the old norm would excel only 42 percent of the new norm.
Thus, if the earlier norms were used, pupils would show a higher
grade equivalent.

Jung (1971) readministereri the Reading Comprehension Test of

the Project Talent Test Battery in 1970 to a twenty percent random
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sample of the schools that participated in the 1960 Talent survey.
The 1970 sample included more than 12,000 eleventh grade students.
Jung found no change in the reading camprehension scores between
1960 and 1970.

It may very well be that improvement in reading achievement
occurs more readily in the kinds of f'inctions measured by elementary
reading comprehension tests than for high school tests, but further
research is needed. It does appear that growth in reading achieve-
ment approaches an asymptote in the higher grades and that differences
between grades are greater in elementary than in high school.

Reading achievement for adults. While data are available from
test publishers on the distribution of grade equivalent scores as a
function of years of school, there are little data available on the
measured reading achie-ement as a function of time out of school and
years of school complet for adults. The U.S. Department of Defense
(1968) provides some relevant data on reading achievement for young
Department of Defense recruits. Starting in October, 1966, the
Department of Defense revised the entrance standards fur military
service and began accepting men who would have been disqualified in
the past for failure to meet the mental standards. According to
present regulations, volunteers and draftees who score between the
10th and 30th percentile on the hemed Forces Qualification Test (AFQT)
who are high school graduates are acceptable for service, while those
who are not high school graduates must pass supp/ementary aptitude
tests. These men with AFQT scores between the 10th and the 30th percen-
tile on the AFQT are called New Standards Men-

New Standards Men, on the average, read 4.4 years below the
school equivalent, while regular personnel show a discrepancy of 1.0
year. For Caucasians, the discrepancy is 3.9 for New Standards Men
and 0.8 for regular personnel and for ran-Caucasians the discrepan-
cies are 5.1 and 3.0. Remembering that DOD recruits are not a repre-
sentative sample of their age group, it is still pertinent that-median
deficiencies ranging 5.1 years to 0.8 years exist. The apparent in-
equality of non-Caucasian education is reflected in the fact that in
each category the non-Caucclian deficit is larger, despite equal or
greater number of years in school (Table 15).

arooks (1963) compared the educational level and educational
achievement for a sample of 680 persons representative of individuals
in the age range 16-64 who were recipients of welfare assistance and
classed as employable in the Woodlawn district of Chicago. Ninety-
eight pelf- ,f the sample were Negro and 84 percent were female.
In the sae, the average educational level was 8.8 years but the
average achievement level was 5.9 years, an achievement deficit of
2.9 years in relation to educational level. While Brooks found a
relationship in his sample between years of education completed and
grade equivalent achievement test score, the average test score
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TABLE 15

MEDIAN READING ABILITY BY GRADE LEVEL COMPLETED TO
MEAN NUMBER OF YEARS SCHOOL COMPLETED:

ARMY SERVICEMEN

Total Caucasion Non-Caucasion

Reading School
Ability Grades

Reading School Reading School
Ability Grades Ability Grades

New
Standards

Control
Group

6. 2 10. 6

10. 9

6. 2 10. 1

11. 9
i

11. 1 11. 9

6. 2 11. 3

8. 8 11. 8

Source: Project, 100, 000, Characteristics and Performance of
New Standards Men, March, 1969. Office Secretary of
Defense
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was significantly lower than the average number of years of school

completed.

Havrilesky (1969) reports that for 683 adult participants in
education programs funded by the state of New Jersey who qualified
on the basis of 0E0 poverty critera, there was no relationship be-
tween number of years of school completed and reading performauce.
He suggests that for low income unemployed groups the typical re-
lationship between years of education completed and reading achieve-
ment does not hold.

W. S. Gray (1956) reviewed a number of early studies and con-
cluded that, "Adults vary in general reading ability from the com-
plete inability to read to the highest levels of efficiency that
have been measured; there is a fair degree of relationship in the
case of groups between the last school grade attended and reading
ability and individuals vary from this trend in several respects...
those who leave school before the fifth grade tend, as adults, to
read below the expected grade level; those who continue in school
beyond the fifth grade tend, in general, to read above the last
grade attended" (pp 46-47).

While there are no new data bearing on this problem, we suspect
that Gray's data which were collected in the 1920's to 1930's would

not hold true today with respect to the given.grades. His adults
who completed the fifth grade might be comparable to adults complet-
ing a higher grade today, but there is probably still no grade for
which ',Ike average school dropout reads above grade level as current-
ly measured by tests developed for school-going children.

Knight and Alcorn (1970) report a study which is highly sugges-
tive despite the small number of classes and lack of tests of statis-

tical significance. They compared adults with two groups of children
on several measures of reading.

'In group I were 24 "educationally 'disadvantaged" adults,
grOup II consisted of 15 lower socioeconomic clasS.children in the

third grade', and group III consisted of 25 upper-to-middle class
'third grade children. Among other tests,,each group was giVen the
reading Comprehension test of the Californta Achievement Test, the
reading test of the,Adult Basic Learning Examination (ABLE), and a

special cloze test designed for use with educationally disadvantaged
adults,and having a readability grade level of 3.0. On the CAT,

grOup I had an average grade equivalent of 3.9, compared to 3.6 for

group III. On the ABLE test, however, the adults had a grade equiv-
alent of 5.3, campared to 3.7 for group III, and on the cloze test,

a score of 24 compared to 15 for group III. The authors suggest
that the difference in performance between the adults and school
children on the ABLE and clozemeasUres suggest not only that the
content and format of instruments for adults are important, but that
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educationally disadvantaged adults may be able to use and understand
the limited reading skills they possess to a greater extent than in-
dicated by standardized test designed-for school children.

The entire problem of the relevance of school-related tests for
the assessment of adult reading performance has received scant atten-
tion. The Office of Education under Contract No. OEC-0-70-4791 (508)
with Educational Testing Service is developing a Reading Performance
Survey as a basis for developing a pool of reading tasks to determine
the ability of groups and individuals to perform reading tasks. Thus,

this contract directly reflects the need for developing an adult,
performance-based measure of reading.

Other Measures ofReading Achievement

In recent years norm-referenced tests have been criticized as
criterion measures or standards of achievements, and attention has
been directed to measures designed specifically to assess education-
al objectives. The most extensive programs in this area appear to
be those of the National Assessment of Educational Progress (1970),
the Instructional Objectives Exchange of the U.C.L.A. Center for the
Study of Evaluation (1970a,b,c)and the Assessment of Educational
Outcomes in Colorado (Pacific Educational Evaluation Systems, 1970).
In each of these projects, the goals and objectives in a curriculum
or subject matter area are defined and then translated into items or
exercises that measure the degree of achievement of the given ob-
jective. Results are reported fat terms of the number or proportion
of categories of individuals TAlo succeed in answering items charac-
teristic of a given objective. This procedure can, for example,
indicate the proportion of sixth grade students who are able to read
and select the most appropriate title for a given passage. Such an

approach appears to have considerable merit in defining functional
literacy, since the definition is not dependent on a score with ref-

erence to some group performance but is geared to actual behavior.
With this type of measure it is possible for all memberP of a given
group to succeed. Carroll (1970) points out that these "criterion-
referenced tests" make it possible to determine whether an individual
has achieved the goals specified for the learning task, rather than
merely placing him on some relative scale of goodness.

The National Assessment Project has developed a set of exercises
in reading to measure the achievement of a sample representative of

persons at four related age levels (9, 13, 17, and Adults 26-35).
Each exercise is intended to measure the attainment of one or more
of the reading objectives. The specific objectives are described in
Reading Objectives, National Assessment of Educational Progress (1970).

Reports of the results of the reading exercises are not yet available
but should be in 1972. These reports should provide some of the best
data available on how well these four age groups perform on the read-
dng objectives.

-I)
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In the Colorado study, test items were designed to assess achieve-
ment of objectives judged to be important by Colorado teachers. A
pilot test of the concept was carried out by administering the tests
to some 12,000 pupils in grades 3, 6, 9, and 12. The project used
multi-matrix sampling procedurea to provide random assignment of tests
to districts, items to test forms, and forms to students. The basic
randomization procedure insured that each item and each child had an
equal chance of being chosen. Demographic and background data on each
student were obtained so that groups could be compared with regard to
affluence of the school, urbanism, sex, ethnic group (American Indian,
Negro, Oriental, Spanish surname), and socioeconomic status. While
complete results are not yet available and test items in areas other
than reading better demonstrate a set of criterion-referenced items,
the sampling design and the roncept of items based on objectives used

in Colorado appear to be promising models for future efforts to de-

termine functional literacy. The ordering of subgroups appears to be
the same as for norm-referenced tests.

Louis Harris and Associates (1970) conducted a study for the
National Reading Council to determine the "survival" literacy rate
in the United States which has received considerable popular atten-
tion. "Survival literacy," in this study, was defined as the abil-
ity to fill out five simulated application forms for a Social
Security number, a personal bank loan, public assistance, Medicaid,

and a driver's license. Each respondent was asked to fill out all
five foims in the same order. For those respondents unable to write,
the interviewer' wrote in the answers provided by the respondent. A
percent-correct response was computed for each form and the average

percent correct of the five forms was the respondent's overall score.
Background :nformation was obtained for each respondent on such fac-

tors es occupational car.egory, sex, age, marital status, years of

school completed, income, ethnic or racial background, and home ad-

dress. The sample consisted of about 1,500 completed interviews,
based on the same procedures used in national opinion polls. The

study can be criticized on several bases, Including the small size

of the sample, particularly when comparisons were made between sub-

groups (which must have a relatively small number of cases). More-

over, the study implies that the simulated application forms are a

"given" and eannot themselves be evaluated.

Harris defines three levels of functional illiteracy. Level 1,

consisting of those with 30 percent or more of the items incorrect,
is called "Low Survival Threshold". Level II consists of those with

more than 20 percent incorrect and is called "Questionable Survival

Threshold". Level III consists of those with 10 percent or more in-

correct and is called "Marginal Survival Threshold". Three percent
of this population sample are Level 1, five percent are Level II,

and 13 percent are Level III. Converted into population figures,
this indicates that: "A total of 4.3 million Americans fall into
the "Low Survival Threshold" group, 7.1 million into the "Questionable
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Survival Threshold" group, and 18.5 million into the "Marginal Survi-
val Threshold" group (Louis Harris, 1970, p. 7). All three levels
of illiteracy are largest in the South, larger for those with low
income, higher for Negroes than for whites, higher for older than
younger respondents, slightly higher for men than for women, higher
for those born outside the United States, and higher for those with
less than eight years of education.

Despite the small number of cases and some question as to the
adequacy of the forms as measures of functional literacy, the approach
is interesting and worth further research. The similarity of the
Harris approach to other approaches in the attempt to define an abso-
lute measure is relevant.

Meaning of reading grades Throughout this paper we have dis-
cussed various grade equivalents as indicators of the level of func-
tional literacy needed to meet an individual's literacy and social
needs. Implied is the assumption that the material an individual
must read in order to meet his literacy, and social needs can)pe simi-
larly graded. We would like to be able to say that if an individual
can read at the 8.0 grade level he can read the material necessary
for him to function in the current world. There are varying methods
available for computing the grade equivalent score for school-age
and other materials. Reading formulas have bLan proposed by Flesch,
Dale-Chall, Jorge and others to estimate the grade level of varying
types of reading material. Bormuth (1967c, 1968a) has developed a
different approach to measuring the level of difficulty by use of the
"cloze procedure". In the cloze procedure, every nth word (usually
the fifth) in a paragraph of standard length is left blank. Subjects
are instructed to write in each blank the r.lord that they think was
deleted. The number of errors is highly r 'ated to formula measures
of reading difficulty and other more subje bvie estimates and is more
easily constructed and administered than t formula apvoach. Fur-
ther research seems needed, however, to c, ietely validate the cloze
approachJ

Most available formula scores use a- aighting of two or more of
the following elements: vocabulary load, sentence length, idea den-
sity, and human interest.

A third approach to measuring difficulty of prose material is
reflected in the "domain tests" developed by Flanagan et al (1964) as
part of the Project Talent Study. One domain test was constructed
from prose passages frcm the works of ten authors chosen because they
differed widely in the complexity, subtlety, and general difficulty
of their writings. A second domain test was constructed from prose
passages from ten magazines judged to differ in difficulty (for exam-

ple, Silver Screen Magazine and Saturday Review). Each of the domain
tests contained 100 items related to comprehending the meaning of zhe

passage. For each author or magazine, the score on the domain test
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was related to the score the student made on the Talent reading com-

prehension test. By converting domain test scores to reading compre-

hension test scores, an estimate can be made of the difficulty of the

reading samples. Preliminary results indicate that the subjective

ratings of difficulty corre1ace highly with the statistical data and

suggest that this technique is worth following up, though there seems

tn have been no further work on this idea since 1964.

Other estimates of the Readl_am Problem

In 1969 the USOE conducted, through distribution of question-

naires to school districts, principals, and teachers in Title I

(Elementary and Secondary Education Act) elementary schools, a sur-

vey of the compensatory education programs being conducted in the

country during 1968-69. The data from this survey have been analyzed

by Glass (United States Office of Education, 1970a). "Teachers sup-

plied data on pupils in grades two, four and six as well as on them-

selves. The population to which the rample datP generalize comprises

5,734,000 pupils in grades two, four and six and their 216,000 teach-

ers in some 33,000 Title I elementary schools in over 9,200 school

districts across the nation (p. 10)." A considerable port:on of the

data analysis report on this survey is concerned with the extent of

the reading problem in these schools, as reported by teachers and

principals. Several estimates of the reading problem were requested.

Teachers were asked to estimate the total number of pupils in

each of the grades who showed a critical need for a compensatory

program in reading, among other possible needs, and to estimate the

total number of pupils in their classes who were reading one year or

more below grade level. In addition, principals were asked to esti-

mate the percentage of pupils in their schools who were reading one

year or more below grade level.

In,the judgment of teachers, approximately 2.5 million pupils,

or 43 percent bf the enrollment in grades two, four, and six of these

schools showed evidence of a critical need for a compensatory program

in reading. Reading was judged, from among seven other needs (lan-

guage, mathematics, cultural enrichment, health, psychological coun-

seling, food, and special education) to be the greatest single area

of need.

The percentage of pupils estimated to be reading below national

test norms in this survey is related to urbanization of the schocl.

The data indicated that the greates't need for reading services is ia

the urban schools with about 22 percelvi: of such schools having from

70 to 100 percent of pupils reading one year or more below grade

level. For rural and suburban schools, the corresponding percentages

were 8 percent and 6 percent, respectively. Since, by definition, an

"average" class would have 50 percent of its pupils reading below

grade level, it is the departure from the 50 percent level, and the
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criterion of "one year or more below grade level", that is signifi-
cant.

These figures are estimates and are based upon the judgments
of teachers and principals, not upon demonstrated performance by
test. Test scores based upon a number of standardized reading
achievement tests were available on about half of this population,
however; While this sample was not considered to be representative
of all Title I pupils, the available test scores indicated that over
half of the fourth and sixth grade pupils were reading below grade
level. The development of a basic reading vocabulary and the acqui-
sition of work-study skills were more often emphasized by teachers
in working with compensatory education pupils than with pupils in
regular reading curriculums.

The reading deficit described in this USOE report is not only
related to degree of urbanization but to ethnicity (being largest
among the Spanish-American and Negro pupils) and to estimated family
income. The data, in these respects, are congruent with the findings
of the Coleman study and the Bureau of Census reports analyzed in
this project.

Unpublished data providing estimates of the reading problem by
school principals have also been made available to this project by
the National Center for Educational Statistics.2 The datathave been
analyzed by Dwyer (1971).

In this 1970 study three separate questionnaires were sent to
ptincipals of elementary and high schools across the country. ihe
principals selected represented schools chosen as part of a nation-
wide stratified random sample. The reports from the principals gen-
eralize to a total elementary school population of about 25 million
and a secondary school population of 17.8 million.

Dwyer s analysis of the dataindicates that 15 to 20 percent of
pupils, in the schools reporting, have special problems in reading
to the extent that they are unable to keep up with their classmates
without.special instruction or assistance. It was estimated that
about 4.7 million pupils with such reading problems are in elementary
schools and 2.7 million are in secondary schools. Thirty-seven
percent of elementary pupils with reading problems and 46 percent of
secondary pupils with such problems were reported to receive no
special assistance or instruction in reading. While data involving
a breakdown of information by pupil characteristics. were not avail-
able to this project, the incidence Of pupils with reading diffi-

2 We are grateful to Dr. Leslie J. Silverman, Senior Statistician,
National Center for Educational Statistics for the release of
data from this survey.

4
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culties as defined was shown to be greater in large city schools
than in suburban or rural schools.

Conclusions and-Recommendations

The over-all conclusion derived from this review is that the
data base does not exist to permit adequate estimates of the read-
ing problem in the United States in terms of a standard of meeting
"individual and social needs", The statement of the problem implies
the existence -f a standard and first priority should be given to
the development of such a standard. As has been indicated, the Office
of Education has recognized this problem and has funded research to
create such an instrument. The next step, of course, is the collec-
tion of performance data indicating the extent to which various
categories of individuals meet the staudard. With the application
of modern sampling approaches, the collection of such data on almost

all groups of interest should be feasible.

If the concept of years of education completed is acceptable
as a criterion of reading to meet individual and social needs,
the 1970 census provides a data bas, for a more precise analysis
than has yet been available. Published reports on the 1960 Census
indicate that the data are available to provide breakdowns at al-

most any level of detail required. The Folger and D741111 (1967) analy-

sis of the 1960 census indicates the kinds of analyses that can be
obtained, but analysis of the 1970 data could be even more detailed
in terms of distributing ethnic and racial groups, age groups, socio-

economic status, and other factors. There is almost no limit to the
information that could be plJvided. The current population surveys
provide a means for updating census data between census years.

Despite its easy availability, the utility
years of education completed as an indicator of

is not clear. While for groups of individuals,
standard of reading will increase as the number
tion increase, it is likely that as the holding
increase, this relationship will decrease. For
relationship will probably remain high enough so
intervention could be identified on this basis.

of data based on
reading deficiency
performance on any
of years of educa-
power of schools
the'next decade the
that targets for

The incidenCe Of reading problems in grades K through 12
has been demonstrated, but the extent of .the problem depends on
definitiOna, measures, and populations. If the average (median)
adore-is defined as the standard, obviously half of.the population
will fail to achieve the standard. Larger proportions of individuals
whose families are characterized by financial, housing, education,
and other disadvantages will fall below the average. However, until
sor.acriterion other than a norm-referenced one 1.6 accepted, some-
body isgoing toAlave to read below average. The-way various groups
perform in relatien to the norm may be changed by-various interven-
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tion activities1 and their relative positions may be changed, but
fifty percent will still be below average and (for example) ap-
proximately fifteen percent of those with 12 years of school will
read below the ninth grade level. The current information on re-
lative deficit of various groups does present, however, targets
for intervention and suggests the ones that present the greatest
need.

The particular goals, however, are not so easily defined.
A current target expressed by some of insuring "a years growth for
every year of school for every pupil" is impossible of attainment.
A more modest goal related to performance or criterion-based mea-
sures may be achievable. With these types of measures, groups may
still be differentiated on the basis of numbers or percents able
to reach the standard. They may also be differentiated on the
bases of other factors, such as time or effort or cost to meet the
standard. With heroic effort, it is even possible for some indi-
viduals with very low intelligence to learn to read at the fifth
or sixth grade level.

It seems that more effort should be directed to developing
performance-based standards for reading in the school population
similar to those under development for adults, particularly for
the upper school grades. The ability to read and comprehend cer-
tain kinds of materials as indicated by the Project Talent domain
tests suggests one possible approach. AttempLs to develop specif-
ic objectives related to reading and to translate these into per-
formance-type measures would provide appropriate standards for
school-age reading programs which norm-referenced tests do not
supply.

Further efforts need to be directed to the economic conse-
quences of reading, particularly in the adult population. While
there is ample evidence that measures of academic achievement,
including reading, correlate with indices of economic status, it
is not necessarily true that improvement of reading will produce
econamic benefits. Much more needs to be known about the reading
requirements Of jobs, particularly those jobs Which the lower
quarter Of the population are likely to occupy. As Ginsberg (1958)
has suggested, the requirements that many employers have for school
certificates'or for reading'achievement may have no real relation-
ship to the requirements of jobs. Recently the courts and the
Equal-Employment Oppottunity Commission have required employers to
demonstrate a relationship between job nerformance and educational
requirements, achievement, or intelligence test.scores in order
for these requirements to be valid. Despite the apparent success
of varioeS federally and state funded programs to provide instruc-
tion in reading to unemployed adults, it:lias not been demonstrated
that improvement in reading is the most critical factor in increased
employability. Nor is the information available to determine the
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cost/beuefit ratio of improving reading an compared to the same
amount of money spent in some other activity, for example, the
cost of changing the reading requirements of forms which people
must fill out to "si=vive" so the forms are more understandable
and less subject co error.

The "Right to Read" is a right that every individual should
have, but effective reading may not solve all our economic and
social problems.



CHAPTER IV..

SURVEY.OP THE LITERATURE ON
METHODS AND MATERIALS IN RgApTNG

This section of the project is directed toward the follcwing
charges concerning the use frequency and use distribution of instruc-
tional methods, approaches, procedures, materials and equipment for
reading instruction:

What methods, materials, approaches, equipment and
proE:edures are used to teach reading in the U.S.
and to what extent?

What methods of reading instruction are built on
essentially different pools of basic knowledge?

c. E3W much time and resources are expended directly
an developmental and remedial reading instruction?
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What' relationships betWeet methodsof'reading
.

. _ _ .

instructiOn'and reading:_achieVement of the:various
subgroups in the population can be shown?

In addition, a critical,evaluatien of, the-reSearch'eVidence.en,.-
6011ods, approaches, materials,, used,in teachingreading wasmade
following the,Gephart model.:and,the results.of thisevalUation:Will be
disCussed.

It seens important to begin this report by examining the various
definitions of "reading" since they should give us clues as to the
specific goals that the various methois, approaches end materials have
been developed to meet. Tinker and McCullough (1962) take cognizance
of the complexities of the reading process and define reading as: the
identification and recognition of printed or written symbols which
serve as _timull for the recall of meaning through past experience,
and further the construction of new meanings through the reader's
ranipulation of relevant concepts already in his possession. The

rasulting meanings are organized into tnought processes according to
eae purposes that are operating within the reader. Such organization
rvsults in podifications of thought, and perhaps beaaviot, or it may
lead to radically new behavior which takes place in the personal or
social development of the individual (p. 13).

Smith and Dechant (1961) describe eight facets of reading.
Reading is: 1. a sensnry process, 2. a perceptual process, 3. an
interest, 4. a developmantal task, 5. a growth process, 6. a tool

for learning, 7. a response and 8. a learned process. Many of today'
reading experts would probably add that reading is also a "thinking
process" and a "creatItve act '(p. 11)."
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A more simplistic definition of reading was tentatively agreed on
by a Phi Delta Kappa committee in 1969: "Reading refers to an inter-
action by which meaning encoded in a visual stimuli by an author becomes
meaning in the mind of the reader." This was subsequently revised by
some of the group in an operational definition: "Reading behaviors are
covert responses to verbal written language. These covert responses
are indicated by overt performance which could not have occurred with-
out the covert responses to the'written language (Gephart, 1970a p. 13)."

Wiener and Cromer (1967) in discussing the conceptual confusion
about reading that results from the diversity of definitions of reading,
point out that reading specialists have failed to differentiate the
identification skills they hold to be necessary in the beginning stages
of learning to read from the comprehension skills necessary in skilled
reading. If the definition of reading is limited to identification of
decoding skills, and these are viewed as a necessary step prior to the
acquisition of comprehension, then the task of the reading teacher
would be simpler and the diagnosis of reading problems could be re-
stricted to problems in learning to decode. Comprehension is dependent
on many other factors, including the child's language and experiential
background, perceptual skills, intelligence, emotional condition, etc.,
and Wiener and Cromer state that including these in a definition of
reading or reading disability unnecessarily complicates the question.
Different behaviors are thus given the same labels and treated as if
fhey were the same phenomenon. However, most reading specialists today
would disagree with this position and hold that reading involves both
identification and comprehension, viewing the reading process as a
Gestalt in which a serious flaw in any of the learner's aptitudes,
skills, background, or other characteristics may prevent his developing
adequatr skills.

ti ,..ontröversy as to whethcir *he definition of reading
oeg-inning reading) must involve both' identification and

comprehensioh(or meaning) that has .forMed the basis for the,develop-
ment of different methoda of.teaching reading.

Gage (1969), in the Encyclopedia of Educational Research, defines
teaching methods as "patterns of teacher behavior that are recurrent,
applicable to various subject matter, characteristic of more than one
teacher and relevant to learning (p. 1446)." Although this definition
of teaching methods refers to a human teacher, he notes that methods as
a more general term also includes instructional devices (films, pro-
grammed textbooks, etc.). He cites as examples of teaching methods such
techniques as the lecture method, discovery method, etc. None of these
have direct relevance to the techniques that are used in the teaching
of reading in the elementary school. He also notes that the term
teaching method is sometimes used to refer not to teacher behavior
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patterns but to curricular materials and that the referents to what is
taught and how it is taught may "interact and interfuse."

Although a number of investigators (Wallen and,Travers, 1963;
Siegel and Siegel, 1967; Stephens, 1967) have concluded that teaching
methods do not account for significant differences in educational
outcomes, Gage (1969) expresses the view that if specific objectives
could be related to specific teaching methods and a determination of
the learner's achievement and other characteristics measured and this
matrix related to specific subject areas, perhaps more valid infor-
mation about the effects of teaching methods on learning could be
obtained. To date, this objectives-methods matrix approach has not
been researched.

The term, method, as used in the reading field has variable
interpretations. As Gephart (1970a) points out, method may be used
to refer to the overall nature of the instruction, to the classroom
organization or to the materials used and even to the "approach" in-
volved. Faced with:the:dilemma of categorizing the research literature
on reading methods in this project, it was decided to use a code based
On the following sourcea:- 1)- the categories naed by Chall in her 1967
study (it should be noted that Ghall relied on author selfreperts for
determining the classification Of:materials.)12Y the methods described
in, the:mOst widely guoted textbooka and profeasionalrboOks in the field
'of'reading;',:and 3)thereCoMMeridatiOnS':ofthe project's logic com-
mittee. 'SpecificalithemethOdS:were:,:claSsiliedasf011ows:

1. Meaning emphasis
2. Code eMphasis-

a. synthetic
b. enalYtiq'

3. Linguistics
4. Ifodied Alphabet
5. Responsive Environment:
6. Programmed-Learaing-.!,

8. Language 'Expar4ence.

9. .EClectic Or-Anthorls Own.

:Were we to have applied more rigorous-criteria,to defining methods
and restricted articles'reViewed to those which described the teacher's

.reCurrent'patterns-of behaviorin any detail, we would have virtually
:nothing to report. 'Mist of-the authors of the research articles sur-
veyed labeled their methods with terns that fit one or more of the cate-
gories above, although sone indicated only the materials that were used
in the experiment:Thers were few Studies wilere teaching nethods were
explicitly described except for the projects which program teacher
zspOnses' -the Southwest Region41,Laboratory'S Basic Concepts and

,

Tutoring. Programs), and-some of the .language experience studies where
. . .

'suggeated actiVities, forthe teachervere%carefully delineated.,
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Researchers investigating basal readers apparently assumed that the
teachers in the study followed the Teacher's Guide and rarely
specified the actual activities that were used in the classroom nor
the degree to which mmuals were. followed.

The only area of reading instruction where methods are clearly
specified is in remedial reading. The Fernald Method, Gillingham's
AKVD Method, and other similar techniques are described in detail in
most books on reading.

Summarizing the characteristics and limitations of the classi-
fication scheme in this review, we observe that:

1. Almost all of the methods are primarily used for
teaching beginning reading--i.e in Kindergarten,
Grades 1, 2, and remedial programs. Although studies
of reading programs from K through adult were included
in the lizerature sweep, few research reports were
found that described teaching methods at the higher
grade levels with the exception of programmed learning
and individualized instruction. Some studies at
higher grade levels described and tested techniques
for teaching specific reading skills (e.g., locating
main ideas or reading for inference, etc.), and these
were included in the methods matrix; however, the
greatest proportion of research reports surveyed
dealt with teaching decoding skills.

2. In almost all of the methodslcategories and materials
are inextricably linked with methods. For example,
it is impossible to separate programmed learning as a
method from the programmed materials used in the
classroom.

3. The methods categories represent quite diD'erent con-
,:epts. Some of the methods represent emphases (or
perhaps philosophies); some represent classronm
organization practices (e.g., individ ir ,struc-

tion); some represent ways of simpli
graphemic system (in i.t.a., the media seems to be
the method); and still others refer primarily to the
ktnds of materials used (e.g., programmed learning).

-Bearing thesejimitations in mind, wewill deScribe each'method,
..:JtsAcnowledge:base,preSent Usage 'and the present research evidence.

What is the Body..of Knowledge on Which-Educational Practices are Based?

Ferree.(1966).in discussing.the question "What constitutes a body of

knowledge9 -(PP?-9-26)"- ..eontrasts "knowing ,how".With "knowing that".

"Knowing:Ilow"-he describes as the.sort of -knowledgpthat can beacquired
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only by performing in contrast to "knowing that which signifies
knowledge "embodied in linguistic symbols and ... taught and learned
through linguistic activities--reading, listening, discussion, etc."
(p. 10 ). Defining a body of knowledge as "An ordered set of state-
ments which have been .confirmed as true or probably true," Ferree
concedes that education, at this point in time must draw its precepts
from the knowledge pool of other disciplines, especially those of
the social sciences.

He further deals with the question of whether the behavioral
sciences and other bodies of knowledge whichlappear to have relevance
to education are adequately developed, and simply awaiting application
to education. Quoting exCerpts from Ernest Nagel's The Structure of
Science he states that "In no area of social inquiry has a body of
general laws been established, comparable with outstanding theories in
the naturai sciences in scope of explanatory power or in capacity to
yield precise and reliable predictions (P. 20)." In short, the
social sciences today possess no wide ranging systems of explanation
judged as adequate by a majority of professionally competent students;
there are serious disagreements on methodological as well as substantive
questions. He points out that the offerings of the behavioral and
social sciences at present are more likely to be at the level of
particular statements, generalizations of modest proportions, and,
perhaps, at the level of "theories of middle range." Ferree cites
further evidence, however, thiat even with the limitations of the pre-
sent development of the social sciences, education has not made adequaxe
use of"the material from these other disciplines that is appropriate for
its purposes.

Albee (1966) in disousseng the applications of psychology to the
body of knowledge unique to profession of education, describes
five major psychological concepts which are pertinent: 1) Individual
differences--not only do children differ from each other in obvious
physical characteristics, but they also differ from each other in
hidden'but ueasurable ways such as the ability to learn, the ahility
to conceptualize, and the motivation to achieve. Citing the early
work of the psychologists Binet and Slraon who directed their efforts
toward developing techniques to identify children who would not profit
from instruction in the French educational system or could not proceed
at the same rate as the average school child, he recapitulates the
history of intelligence test development and test theory and methodology
as "among the most important areas of knowledge we have in education and
psychology (p. 35)." He also discusses the implications of our knowledge
of individual differences as applied to teachers as well as pupils and
points out the need for ;eying additional attention to opportunities in
education for enhancing the creativity and individuality of the teacher
as well as working conditions and salaries. 2) Maturation--Psychol-
ogists have contributed considerably to understanding the process of
development. Although the details of our knowledge of the maturational



66

process fills volumes, there are seve7a1 major concepts which determine
much that is done in education: 1) readiness and 2) the concept of
the critical period. (In the latter case Albee cites examples of
children with mental ages of considerably less than 6 who obviously
have learned to read.). Current psychological researdh-suggests that
the young child is capable of more learning than he is credited with
being ready to absorb. Such research will, in time, necessitate
a revision of our cherished notions about the critical period. Impli-
cations of this are relevant to our legal requirement that children
start school at age six, and Albee predicts that formal education nay
soon be extended downward to earlier age groups. 3) Motivational
structure--Albee cites Maslow's work in describing in detail fhe hier-
archical pattern of human motivational structure as a crucial concept
for educators. Basic physiological requirements for food, warmth, etc.,
need satisfaction first; the next level of need is safety followed at
higher levels by needs for love and affection and self esteem The

highest level is described as the need for self-actualization. Albee
further states "A great deal of nonsense has been written about various
techniques for accelerating or enriching the learning experiences of
deprived children, without taking into account the basic psychological
fact that the human motivational system is hierarchical and that hieaer
order motives cannot operate in the presence of severe frustration at
the more basic level (p. 39 ). In addition to the schoo:'s role in
attending to preparing pupils for later learning by seeing to it that
reading, writing and arithmetic skills are developed, psychologists
take the position fhat it is even more important fhat the child's
fundamental human needs are met so that no severe frustration will
exist which may interfere with learning later. 4) Learning theory--
It is in the area of learning (defined by psychologists as "any change
which is a consequence of experience, has direction and satisfies the
motivating conditions of the individual") that psychological research
and principles have the greatest direct application to education.

Harlow's work on "learning to learn" suggests that following
repeated opportunities to discover correct solutions to
problems, an organism will exhibit inpravement in attention,
readiness, and sophistication and alertness to the fact
that a solution is possible. The implication of this work,
according to Albee, is that it is necessary for the child to
have a long pre-school history of problem-solving experiences
and that the diversification of such experience must be
continued throughout the educational program.

. A second area of knowledge derived from the field of
learning is transfer of training. Thorndike's classic
studies ehat suggested teaching certain subjects in order
to "strengthen the mind" was inappropriate and futile has
had a profound effect on our understanding,about the way in
which practice of one skill may facilitate learning of a
similar skill.

c. The effects of reward and punishment and the studies on
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conditioning have important implications for
education. According to Albee, psychologists
state with some assurance that positive reinforce-
ment is essential for the acquisition of learning
and punishment is ineffective in eliminating un-
wanted elements of behavior.

, . The applications of operant technology which have
grown from the work of Skinner are an outgrowth of
earlier studies on reward and punishment. In
addition, Skinner' findings that immediate feedback
of information anc le control of situations in such
a way that chances of failing are minimized enhance
learning and form the basis for the development of
automated instruction and programmed learning.

5) Socialization models--Albee cites David Riesman's concept of
models for understanding people in different societies as relevant
to the eiucation profession in understanding and fitting itself to the
society which supports it. Briefly, Riesman suggests that people in
evolving societies change from being tradition-directed tu being
inner-directed, to being other-directed. The implications of these
models are that educators in our society are confronted with the
frustrating and baffling problems of educating pupils who remain in
the system not because of their interest and ability to learn but be-
cause of societal pressures.

Kimbail (1966) discusses the view of formal education as a special
aspect of the socialization of the individual. He eliminates subject
matter and the acquisition of skills as a major point of emphasis, for
he feels that, although these can be taught and their acquisition implies
learning, they are only part of what the individual acquires in his
growth toward adulthood. He further states that what is unique to edu-
cation is the knowledge of the conditions which affect the transmission
of-culture. Under this area is subsumed the relationship between teacher
and learner, the cultural tradition and soc-tal environment within rb.iich,
learning occurs, the organic and psychic "a_ of the individual
to 'be modified through experience, and the dynamics of the learning
process itself. Kimball cites those cross-cultural studies in which
psychological theory has been combined with the methods of ethnology In
a field of culture and Personality and wherein child training practices
are viewed as a mechanism for the transmission of culture as signifi-
cantly relevant to education. "The learning process must be viewed as
an aspect of the cultural milieu (P. 65)." Further, culture and language
provide the clues which can explain both what and how the child learns*

Sumoulry. A body of knowledge is defined as "an ordered set of
statements which have been confirmed as true or at least as highly
probable."
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Education draws its knowledge base primarily from the social
sciences. Since the basic concepts generated by the social sciences
at the present time are in no way comparable to the laws of the
physical sciences, they do not provide a clear blue-print for edu-
cators to follow. Furthermore, even considering the relative vague-
ness of the general concepts, those that Lave been translated into
educational practice have failed to wilize fully the information
base or have been sloppy and inexact in their translation.

Five major psychological concepts that have application for
educatioa include: 1) individual differences; 2) maturation and
physical growth and development; 3) motivational structure; 4) learning
theory; and 5) socialization theory. In addition, reading draws heavily
from studies on perception and sensation. Knowledge from the fields of
anthropology, sociology, and linguistics also have relevance for edu-
cation.

In the next section we will examine eadh of the so-called methods
of reading and attempt to draw inferences in regard to the pool of
basic knowledge on which their precepts are based.

Description of the Mathodologz. Used in this Study

Chapter II (Elias) describes in detail the procedures used for
the collection, selection, and evaluation of the research articles re-
viewed far this project. Summarizing the procedures, a logic committee
rated titles and abstracts from the vast amount of literature on
reading methods and made decisions as to which studies should be in-
cluded in the project. Articles selected then went through a reader-
review process. The first step of the review was to determine whether
the article was relevant to th')_ ol':actives _La BT.. idy wd if so,
to asscthr rt '- to the appropriate task, i.e., reading achievement,
methods, or teacher education. Those research articles which were
judged appropriate in content were then read by the teader-reviewer
and rated, using the Cephart ordinal scales describei An Appendix B.
Note that there was a maxim= possible cumulative rattwag of 16 points
based on the scales: representativeness, treatment, ant- measurement.
The reader also made a determination of whether thel.lats analysis used
by the investigator in the study was appropriate, in3pptopriate, or
aot applicable. Readers were given special training.las to how to make
decisions in evaluating and rating data generation aad analysis tech-
aiques, e.g weighing the size of the samples and thselection of
apprapriate design and methodology used, etc. (Note readers were
doctoral students enrolled at the University of Calinia, Berkeley,
who had completed course work in experimental design and statistics.)
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The ratings on each of the Gephart Scales were summed arithmetically
and the following criteria used:

Sum of
Ratinga

TABLE 16

INCLUSION-EXCLUSION CRITERIA
FOR RESEARCH ARTICLES REVIEWED

Classification

12 and above High
8 - 11 Middle
7 and below EOW
No rating Not applicable

Acceptable

Non-Acceptable

If one or more of the Gephart scale ratings was judged as non-
applicable to a particular study, the average of the two applicable
scores was used as the ranking for the non-applicable scale and added
in to obtain the total score.

When information provided in the reports was aMbiguous or insuffi-
cient for ranking the study on any of the three Gephart scales, inde-
pendent readers made subjective estimates :based :on a careful reading of
the revieW of the study, noting especially the results section.'

The reliability of reader-reviewer judgnents was tested and is
reported in the cha,-ter by Elias.

Table 17 ahows:the number-of research studies or methods judged as
Highn:Auslity qUalitY on the.Gephart scales.. Proportionally
mote Of thestudiesCompeting tWO'Or More methOdawere accqvted than:
those dealing-with onlyHA single method.

TABLE 17

NUMBER OF HIGH AND .MIDDLEAUALITY METHODS STUDIES

Studies comparing
quality two or more methods

High 69
Middle 10/

Total 170

Studiesdealing.
with a single
Method Total

11 80
63 164
74 244

Note: The total number.of 244 articles of acceptable quality
is an undup14.lated count. Surveys and articles review
ing the literature were not included in this table which
is restricted to research studies.



M
e
t
h
o
d

M
e
a
n
i
n
g
:
,

C
o
d
e S
y
n
t
h
e
t
i
c
.

A
n
a
l
y
t
i
C

L
i
n
g
u
i
s
t
i
c
s

.
_

M
b
d
i
f
i
e
d
 
A
l
p
h
a
b
e
t
-

R
e
s
p
o
n
s
i
v
e

-
.
E
n
v
i
r
o
n
m
e
n
t

p
r
o
g
r
a
m
m
e
d

I
n
d
i
v
i
d
u
a
l
i
z
e
d
-

L
a
n
g
u
a
g
e

'
E
x
p
e
r
i
e
n
c
e

E
t
l
e
c
t
i
c
 
a
n
d

o
t
h
e
r
 
m
e
t
h
o
d
s
:

T
A
B
L
E
 
1
8

D
I
S
T
R
I
B
U
T
I
O
N
0
E
-
A
C
C
E
P
T
A
B
L
E
 
S
T
U
D
I
E
S
 
t
E
A
L
I
N
G
 
W
I
T
H

M
E
T
H
O
D
S

4
 
R
e
a
d
.
.
.
a
n
d
:

E
v
a
l
u
a
t
e
d
:

U
n
k
e
d

%
 
R
a
n
k
e
d

_
H
i
g
h

N
o
t
e
:

S
i
n
c
e
 
m
a
n
y
 
o
f
 
t
h
e
 
s
t
u
d
i
e
s
 
t
e
s
t
e
d
 
2
 
o
r
 
m
o
r
e
m
e
t
h
o
d
s
,
 
t
h
e
 
t
o
t
a
l
s
 
d
o
 
n
o
t
 
r
e
f
l
e
c
t
 
t
h
e
 
a
c
t
u
a
l

n
u
m
b
e
r

o
f
 
a
r
t
i
c
l
e
s
 
r
e
a
d
,
 
b
u
t
 
r
a
t
h
e
r
 
t
h
e

n
u
m
b
e
r
 
o
f
 
t
i
m
e
s
 
s
p
e
c
i
f
i
c
 
m
e
t
h
o
d
s
 
a
p
p
e
a
r
e
d
 
i
n

t
h
e
 
s
t
u
d
i
e
s
.

S
u
r
v
e
y
s
 
a
n
d
 
a
r
t
i
c
l
e
s
 
r
e
v
i
e
w
i
n
g
 
t
h
e

l
i
t
e
r
a
t
u
r
e
 
a
r
e
 
n
o
t
 
i
n
c
l
u
d
e
d
 
i
n
 
t
h
i
s
 
b
r
e
a
k
d
o
w
n
.

1
1
0

6
1
2

2
1

2
2

1
4

1
0

2
3

.
.
3
2
.

1
6

1
0

#
 
R
a
n
k
e
d

M
i
d
d
l
e

%
 
R
a
n
k
e
d

M
i
d
d
l
e

%
 
R
a
t
l
e
d
 
a
c
c
e
p
t
a
b
l
e

(
h
i
s
h
i
l
i
n
d
_
m
i
d
d
l
e
l
_

3
7

3
0

6
3

2
0

4
0

3
1

4
2
9

6

2
2
0

3

6
3
0

1
7

8
2
0

2
1

3
4
3

1
1

2
2

1
5

2
8

2
8

3
2

1
2

1
9

2
2

4
1

3
7

5
2

11 1
7
2

2
6
5

+
.4



71

Table 18 (p.70) shows the breakdown of those studies ranked as "high"
or "middle" quality that deal with different methods. Note that there
are multiple entries in this table as a study may have compared sev-
eral methods (e.g., linguistics, i.t.a., and synthetic phonics) and
hence be entered under each method.

Table 19 shows the distribution and ratings of research studies
dealing with specific materials.

TABLE 19

DISTRIBUTION AND RATINGS OF
RESEARCH STUDIES 'DEALING WITH SPECIFIC MATERIALS

Materials
Total No.
Read

No. Rated
High

No. Rated
Middle

Not
Accepted

Sullivan 8 0 5 3

S.R.A. 52 2 19 31
E.D.L. 14 0 7 7

Ginn 37 12 11 14
Scott Foresman 55 9 17 29

AmP:rican 8 3 2 3

Words in Color 5 0 3 2

i.t.a. 37 7 5 25

Total 216 33 69 114

Table: 20 shows the distributionif studies ranked ae "high" and
"middle" quality bT,grade levels. : As is apparent, the majority of the
stUdies-on methOdewere done onr,primary grade children and the beginning

,stages Of learning to.:'read,., Most of thoSe repotted for grade 3 were
follow-up studies of Method's, used ingrade 1.,

TABLE 20

-7,NUMBERpF METHODS STUDIES AT EACH GRADE LEVEL

Grade Number
1 78
2 47
3 36

4 14
.5 14
6 10
7 12
8 8

Grade Nilmber.:

10:
11 3

-12
Young

Adult 10
Adult 5

A discussion of the limitations of the Gephart Model is included
in the section of this report of Research Methods.
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Specific Reading Methods and Materials

Meaning Emphasis

An emphasis on meaning in teaching beginning reading has become

the hallmark of the basal readers. According to Chall (1957), from
about 1930 to the present time there has been a "consensus" of sorts

about beginning reading methods. During this period, she states, most
textbooks for teachers and published reading materials agreed on a

number of basic principles. Among these principles are:

1. The process of reading should be defined broadly to in-

clude as major goals, from the start, not only word
recognition but also comprehension and interpretation,
appreciation, and application of what is read to the
study of personal and social problems.

2. The child should start with meaningful reading of whole
words, sentences, and stories as closely geared to his

own experiences and interests as possible. Silent

reading should be stressed from the start.

Chall goes on to describe other accepted principles including the

early introduction of sight words, then the analysis of whole words by
using phonics, encouraging children meanwhile to use context clues and

pictures to get meaning and avoiding phonics drill di= to the dull

content of the drills. It is evident from these principles that al-
though the basal readers stress meaning, they have always included some

phonics and other techniques as well. An argument against using a
structured phonics approach is that it produces artificial and stilted

reading materials since its vocabulary is restricted to words selected

from previously taught phonics elements and is, theretore, "inevitably
meaningless and lacking in continnity (p. 15)."

Knowledge base. The rationale for emphasizing meaningful words
and sentences in beginning reading is based on sound psychologLal

principles. Generations of experimental psychologiets and learning

theorists from Ebbinghaus' early experiments in 1885 until the presen-

day have documented well the fact that material that is Aeaningful is

more easily learned and better retained than material which is not

meaningful. Ausabel (1963a) summarizes the role of meaning in verbal

learning as follows. "Meaningful learning as a process presupposes...

both that the learner employs a meaningful learning set and that the

material he learns is potentially meaningful to him. Thus,...if the
learner's intention is to memorize it verbatim, both the learning pro-
cess and the learning outcomes must necessarily be rote and meaningless.
And conversely,...neither the process nor outcome of learning can pos-

sibly be meaningful if the learning task itself consists of purely

arbitrary associations...(p.22)." Ausabel further presents evidence,

however, that both rote and meaningful learning are equally retained
provided that sufficient practice and greater time is allowed for mastery

of rote-learned material.



F. Smith (1971) states that meaning serves to reduce uncertainty
and emphasizes that meaning in reading is not inherent in the symbols
nor the words themselves, but rather within the mind of the reader.
As Smith and Deehant (1961) phrase it, "reading typically is the
bringing of meaning to rather than the gaining of meaning from the
page," (p. 22) and cite Horn's statement that the author does not con-
vey ideas to the reader; he merely stimulates him to construct them
out of his own experience.

Although most of the studies on the relation of meaning to verbal
learning have used older students as subjects,_it seems reasonable to
infer that these findings would also apply to six-year-old beginning
readers, We were unable, however, to find any, studies that empirically
verifi,4d the idea that meaning is essential to the beginning stages of
learning to read. It is possible that if six-year-olds are highly
motivated to learn to read (and evidence suggests that most of them are)
they would be willing to put up with quite a bit of nonsense, so long as
they considered it necessary to attain their goal.

Smith (1971) has cautirmed that letter sounds (those that are not
synonymous with letter names) are meaningless. While we have found no
phonics programs that do not contain words and sentences in addition to
practice with letter sounds, words that are not a part of the child's
meaningful vocabulary amount to nonsense syllables. Anderson and
Dearborn (1952) state that when a child attempts to sound out a word
through trial and error and it finally makes sense to him an example
of the "a ha" phenomenon occurs--the token of insight of the Gestaltists.
They further state that "little is gained at the start by teaching the
Child to read words, the correct pronunciation of which is unfamiliar
to his ears (p 146)."

Basal readers have long suffered attack from professional edu-
.

cators and the general public and press.for their content. Huey (1908)
'expresses -it rather bluntly

thz most striking thing about three-fourths of them (the
primers) is the inanity and disjointedness of their reading
content, especially in the earlier parts. No trouble has
been taken to write what the child would naturally say
about the subject: in hand, nor to say anything connectedly
and continuously as even an adult would naturally talk about
the subject. The language used often shows a patronizing
attempt to 'get dawn to the child's level' and results in a
mongrel combination of points of view and of expression that
is natural neither to an adult nor a child....down in his
child heart he scorns such reading-matter, although he will
often plod through it to please a beloved teacher. (PP- 278-9)-

Times have not changed. If we compare excerpts from the primer of the
McGuffey Readers (1840)- "Is pa an ox?" with a 1965 linguistic reader-



"Can a hut rot in a pot?" with a 1956 Basal Reader, "See Spot run,"
and a 1952 phonics book "Look, Tag, Look," "See Jim go.", we find
little difference. The crux of the issue, however, is that much of
the criticism concerning the content is based on excerpts from pre-
primers which have very restricted vocabularies regardless of their
emphasis. If these criticisms have merit then the present trend to
increase the vzabulary load in basal readers and write materials in
a more natural language should help counter some of the criticisms.

If we accept the learning psychologists' premise that meaning
is in the mind of the student, not in the material, we might infer
that what is considered meaningful to the author and teacher and
parent may not necessarily be meaningful to the child and vice versa.
All materials used to teach beginning reading contain words, sentences,
and content that the authors believe to be meaningful and interesting
to children. However, we can find no empirical studies that indicate
the degree to which materials differ on a "meaningfulness" continuum
as related to reading achievement and, therefore, can only conclude
that the vociferous debate between "code-emphasis" and "meaning-
emphasis" proponents is meaningless and their present research attempts
useless.

Code Emphasis

For many years, textbooks used in teaching prospective teachers
have unanimously stressed the importance of using ,a combination or
eclectic method in teaching beginning reading. Despite such apparent
consensus, the battle between proponents of the synthetic (phonics)
and the analytic (whole-word or "look-say") methods has raged in the
U.S. for over 100 years. Periodically and predictably, one side has
held the upper hand every two decades or so only to be supplanted by
the other. Such change would then inevitably be welcomed by educators
with'enthusiasm and dedication. According to Nila B. Smith (1970),
Noah Webster s Spelling Book, which appeared first in 1782 and even-
tually scild a reputed 24 Jmillion copies, was a forerunner of today s
phonics,programs. The analytic method,probably originated with
Comenins' "Orbis Pictus" published in 1657 which contained pictures
bnd whole,words, enabling the child to learn to read without using
any 'tedious ordinary spelling. Comenius book was revived in the
U.S. around 1791 (Huey, 1908). Debates have raged ever, since as to
how and,when to teach phonics.

According to Dodds (1969), there was a widespread reaction against
phonics beginning in the late twenties which resulted in a general
abandonment of the phonics method in favor of the whole word approach.
In the fifties:, the lay press took up the cudgel for phonics and
women's magazines split educators into two camps, pro- and anti-phonics.
Non-educators like Rudolph Flesch and Arthur Trace wrote best selling
books claiming that more teaching of phonics was the answer to the
reading problem. In the sixties, the controversy became a political



issue, particularly in the campaign for State Superintendent of
Schools in California. Evidence that state legislation requiring
phonics instruction in the California,schools had little effect on
reading achievement has been summarized by Ruddell (1970a).

Description of the phonics and whole word approach. Typically,
the phonics and whole word approach as they are presently described
differ only in the sequence in which letter sounds and blends are intro-
duced. In the phonics approach the child learns the individual letter
sounds first and then combines them into words. Phonics texts vary as
to which sounds are introduced first (i.e., some teadh the short vowel
sounds iirst and others the long.) Usually, phonics rules are intro-
duced early (i.e., "when two vowels go walking, the first one does the
talking", etc.). In the whole word approach, words are introduced
first and the child learns to recognize the word, sometimes by asso-
ciating it with a picture, sometimes by hearing it. Simple stories
with the same words repeated frequently give the child practice in
mastering words, and emphasis is placed on using cues from context,
configuration, and structural analysis (word parts). Letter sounds and
Kends are taught after the child develops a sight vocabulary.

Proponents of tae whole word method have raised many objections
to phonics. David Bear, in an article in the February 1964 Elementary
School Journal, summarizes the objections to synthetic methods as
resulting in the following:

Word calling;
OVeremphasis on the mechanics of reading to the
neglect of reading for meaning;

3. Lessened interest in reading;
4. Unnatural articulation;
5. Litt3e transfer of learning to normal reading

situations;
6. Lack of carry-over of letter-type phonics to the

pronunciation oi multisyllable words;
7. Poor spelling because of the unphonetic character

of the English language;
8. Retarded development of adequate speed in reading.

A number of educators (Clymer, 1963; Bailey, 1967 and 1969;
Emans, 1967; Burmeister, 1968; Burrows and Lowrie, 1963, and others)
have studied the usefulness of the commonly taught,phonics rules by
computing the percentagel of words that fit the rules from a list of
frequently used words. Although results vary, Clymer's work might
be considered typical. Of 45 rules studied, he found only 18 had a

utility value of 75% or more.

Frank Smith (1971) presents an even more devastating viewpoint
in his discussion of synthetic phonics. Ideally, he says, phonics is

a strategy for mediated word identification, a system for determining
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the sound and meaning of a word that is not identified immediately.

He questions the value of phonics rules in learning to read because

of the complex and often remote relationship betoeen the sounds of

English words and their spelling. Smith presents evidence from a

study which analysed 6,092 frequently used words and revealed there

were 166 differe.nt rules for pronunciation. Over 10 percent of these
words were unaccounted for and would have to be learned as exceptions.

He further raises the question of the desirability of teaching the

child phonics rules at all for even if the child knew the 79 rules

applying to vowel pronunciation, ,he would still be unable to determine

which rule applied. Smith points out that despite the limited
capacity of human memory, children do learn to read because they
have available other clues such as context and their own experience.

Criticisms of the wholeword method are centered around complaints

that childr,m, canmot attack new or unfamiliar words and sound them out.

Sometimes poor spelling is mencioned as resulting from teaching reading

by this Imthod.

Powledge bmse. Frank Smith (1971) points out that the whole-
word and phonics7-methods must each contain a kernel of truth else they

would not have survived in the folklore of reading for so lmng a period.

He states that the whole-word view is based on the premise that readers

do not stop to identify individual letters or groups of letters. The

research inevitably quoted to support this premise is Cattell's work

(contained in J. McK. Cattell Man of Science, 1860-1944, Lancaster,

Penn: Science Press, 1947. Vol. 1) on recognition of tachiStoscopically

presented material. Cattell found ,that a viewer can recognize four or
five random letters or four or five words form a single tachistoscopic

presentation in the same amount -of time. In other words it takes no

longer to recognize a single word than a, single letter. Cattell also

reported that a word may be identifiable even when none of its letters

can be recognized, and, further, that successively presented letters or
words cannot be identified any faster than five or six per second.

Smith (1971) indicates that short term memory limits our speed of visual

recognition. Hence, it would seem that if letters and words are

recognized equally fast, then identification cannot be made letter by

letter and it is assumed that the subject is responding to configuration

clues. These studies have often been criticized be-Cause the subjects

used were skilled readers and the process involved in learninE to

reaa is certainly quite different from the symbol recognition process

used by the mature reader.

The phonics :Method .(letter-by-letter identificatiOn in thie sense)

has also some eupport -from tachistoscopic studies. Smith (1971)

describes 'an experiment where the word "fashixe. is exposed on a

tachistoscope. Readers typically identify the word ae "fashion"' but

report .that there's something wrong with it, though they may not say

.that .there'e an "ic" in it -inStead, of an' "o". Another:argument is that

readere are sensitive to the'predictability of English letter sequences
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and that learning letter sounds is a more economical way to build
a vocabulary than learning separately 50,000 or so words.

Smith (1971)A3roposes a rationalrapprochement between:the two
.views in hie feature7analytic'model, suggestingthet alearner
identifiesworde by using bothtbefeaturee Of wOrds (configurations
and lettere) and hie knowledge Of thesequence of letters in English.

Materils A comprehensive '1,et of materials "purported to be
distinctlyPhOnice:programe", ag opsed to'bisal readers and other
materials Which'coMbine phonics with_ itkel*z approaches, was:cOMpiled
by. the Educational Products Information Mcchange an&publiehedby them
as "Product Information Supplement i77: 77-1et-basedyhonids Programs"-
in April.,_1969-..: The;list includeS 1319' tfttleslpublighedibY 34 compamies
and includes information on format, apneas 1eveL7, content descrption,
cost, assOciateckmaterials,:and field teeting idate. Over forty per-
cent of the materials lieted have beemfJleld tested. Sixteen abstracts
of field test studies are also presented.

Additional materials are listed in BEIC-CRIER's Guide to Materials
in_ileadLar& and their Supplements. Thesepub=cations contain brief
descriptions Of the products but do unL. indicate field testing in-
formation (Harris, L.,-1968; Berridge, 1969).

Reitimgat2s1. Many authors report that phonics books .and exer-
cisee_ere being widely used.es_eupplementaryinaterials in teadhing
reading in.U.Selementary schools today":.l'AithOugh'we'do' nOt'have.
"hard" data,from nationwide:surveys, such conclusions seeM'reasonable
.sined the,New England:Reading InstructionSUrVey of 1967-8 shows that
371: ofthe',eleMentary:princiOale'reported that'intensive phonics mate-
rialg- were'llsed .in their baeic-program; 48% etated thatthey Were used
'as supplemental materials; 34 used .them in experimental programs; and
only-11%.'reportedthat-inteneive,phonics-materials were not available
.in their school.

In the-same:survey first:and fourth'grade teact4rs also reported
ori'tha e*tent of their -useOf phonics materiale, (Table 21)' and the
importance they-placed on emPhasiAng both phonics.and configuration

.

skille (Table,22).
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USE FREQUENCY ,OF INTENSIVE PHONIC MATERIAL
(In New England States-Survey,- 1967-68)

Freatency-

First Grade
Teachers

(%)

76.7
17.6
2.2

arth Grade
TeacherS.

(%)

28.7
42.4
20.6

6.4

TABLE 22.

EMPHASIS IN: DEVELOPING WOW) RECOGNITION
(In 1,1;w England States- Survey,. 1967-70)

Configuration
(whole word).

Phonics
(letter sounds)

Frequency

First Grade
Teachers

(%)

. :Fourth; Grade'

Teachers

much
some
,little
none.

38.7
41.9
14.0
3.5

26.7
47.6
17.1
7.0

much
.some,
little
none'

93.5, 75.3
4.5''.

..4 '::-1...'97 '
.,4 -.4

(In addition, the majority of both 1st
survey also said they place much stress
conthxt, structural analysis (affixes,

and 4th grade teachers in this
on linguistics, (word patterns),

roots and syllables) and reference

skills.)
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Linguistic Method

During the past decade, there has been increasing focus on and
attempts toapply ideas from therapidly changing field of linguistice:
to reading instruction .and materials. While Leonard Bloomfield,. a
noted-jinguist becamd.interested in zeading in 'the.1930.'s,.:it_fook
over fhirty years' for reading materials based on his ideas to be de-
veloped aad 21Allished. Basically; he reCoMmended that : 1Y-children
should start reading ifiStrudfion by learning letter names not sounds;
2) beginntng readers shOuld be ;aught words that are phonetically:
Consistent, e.g., three letter words :(consonant-vowel7consonant) with
short Vowels;:3) -a principleof minimal variation should be:used,
i.e.., where words .differ only by one:aetter; 4) phOnic$ rules.should
be avoided; and 5) words should be used always in sentence's (Harris,
1970).

C.C. Fries and Carl LeFevre have also written books on linguistics
to help teachers understand the nature of language. As a result of
their efforts many papers have been presented at professional meetings
on the relation between linguistics and reading. A number of materials
based on these ideas have been published.

WeaVer (1969) describes eeveral linguistic assumptions fhat.:he
feels,mOst linguists-acceptte:Some_degree and which often appear in
communleations to reading specialists aS.natUral laws yet lack eMpir-
ice]. confirmation: -

:1) Speech is the only possible primary
modality.

2) Reading is nothingbUt interpreting
3) Thereisno'_difference in producing

41tOrpret*Tigr
J.anguage i-Se5retemprganized
-referential.funCtion
Thereare no:::sUChlinguistic units

langUage coding

written speech.
language and

apart from its.

as 'words." . 107).

Me ferther-coutende
. .

to'be:introdnced in
that the more.dramaticrideas from_linguistics tend

,

the-,schOol, .often.grossly misunderstood andmis-

ianguists do not agree. among themselves. on all of the statements
-aboVe and no-two linguistic reading series agree;very closely on
.:details.. (Harris l.1970)

:Currently,- many basal readers:have incorporated linguistic ideas
such a.spresenting stories in a.morenatural language with less
:attificiallyHconStricted.vocabularies. AlSothe ideasof linguists,
.likeLaboV;',.whOhtiVestudied BlackgngliSh dialectandit6 gramMatical
StrUCtureT:havehelped:_readingteachersacquire ajetter understanding
;1.3fBlackdialettand ho*.itaffects.the acquisition_of.reading.slcills.



Materils..-- It is difficult to identify a "pure ling-131s ...c" bock

since recently authors are developing "linguistically-based
readers" and intermixing linguistic principles with syntheta-phonics:
e.g., Cynthia. D. Buchanan and Sullivan Associates' Programa& Reading
CMcGraw-Hill N.Y.); Bloomfield and Barnhart's Let's ReFd sewites

(Bronxville, N.Y., 1963); Charles Fries et A:: A Basic Readinil, Series

Developed Up_on Linguistic Principles (Fries Publicationo,, Ant-Arbor,
Michigan); McCracken and Walcutt's Basic Reading (Lippirmott .3ompolainy,

Philadelphia).

-Use frequency. The only evidence we found that teachersmight be

teaching "lifiguistic"concepts-was contained in the New Englltad Survey

1967-8'where teachers were aaked-"How. mu.ch emphasis do you a)21aceon

teaChing:linguistics (word patterns)?" Fottythree per'centof=the
first grade teachers and 25% of the fourth grade teacher8-rmonded
?I much." However, there was no inforthation on what specific materials

they may have used.

ResearCh results. Although 11 stUdies described as teszi4g the
linguistics method ranked high on the Gephart criteria, none of the

results showed conclusively that students taught-by this metod showed

_significantly higher reading Achievement gains than control f6jects.
'In:thiasefew-Case6 whe're linguistically taught subjeCts scored higher

onsUb-tests.,:the gains disappeared in followup-stUdies or..the findIngs

were'Abestionable sinCe a:disprOpOttionatenUmber Ofstudents'_in:the
:expetimental:grOups were kept baCk a grade And nOt.promoted.

Madified'_Alphabet'-

MatheWS '0.9661 has written that efforts-to imprOve English spelling

havebeenMadOrOVer.400:years and -Trobabdy will nevercease.
ThroughoUt:.the past :.Century anda half, many educators:have felt that

:one reasOn.ehildren haVe:diffiCultY.:114 learning to read,is:the incon-

sistency between the:lettera And Sounds-Of:the 'EnglishHlanguage.

Although there:are presently-available a number of simplified

English-elPhabets'anch as Unifon.and the' Laubach'alphabet, themost.

widely
. .

_
.

knownja'i.t.d. or Pitman's:Augmented Roman..Alphabet,,developed

by Sir James Pitman of England.

'Thedirett-historiCOIAntecendent of i.t,a.-was Fonotype devised
"

:by Sir IseacP#nan;',grandfather, of'Sir 'James, in-1837.: ',Str4seac

established reading,and Writing schoole'throughout'England-andScotland
and:Word of his new Method Spread:quickly to the U.S. Then, as noW,

experiments'weie'COnducted that indicated children learn to'read much

mOre:quicklYandwith:greater pleasure "using the newelphabet,"
Further,Hthey'flearned tpread- so well in thenew alphabet that they

had1ittle diffiCUlty "Shifting to:,e traditional'orthograillw Clatms

..:Were:.'made that' through Use'..Of.the-'neW alphabet, children could be
, - _ - -
-:taught'to'red in 1/15' tit) I/20th of the time it normally took (Mathews,

1906).
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;So enthusiastic were the users of phonotypy that soon competition, in
the form of the Leigh alphabet, developed. It, too, got'"wonderful
resultS," improVed articulation, eased foreign accents and dialect-prob-

andeven was said to improve the Child's reasoning ability. .pro-
POnents of bothalphabets claimecLthat-children had:no4rob1ems in
A.earning traditional Spelling . Despite the reported success of the
newLeighalphabet-and itswideSpread'use in the 1860's and '70'5 in
the U.S.', studies and use ilad:,declined by the end of the_19th century.
MatheWs (1966) speculates that interest by philologists in reforming
English spellingand, hence; helping everyone, obViated any need at
that time for a special initial alphabet, HoweVer, as'&result Of
reports by the British army that during World War II 25-35% of their
men either could mit read at all or read too poorly for practical pur-
poses (i.e., we.ie functionally ilIiterate),bills were proposed to the
HouSe of Commons to iMprove the reading ability of school Children.
Sir James Pitman was instruMental in getting a bill passed to author-
ize an 'investigation of the effectiveness of a method of teaching
beginning reading based on a'consistent spelling pattern, i.e i.t.a.

The alphabet in contains.all of the conventional letters
but Q and X. Mditional characters were devised to make up the forty-
six different sounds in English. These new charaCters resemble the
traditional alphabet visually andeach character stands for only one
speech sound. Strictly speaking, I t a is not a phonetic alphabet
since:it deviates from phonic-prinCiples in the interest of increasing
the'eaad With WhiChthe Child; athe apprOpriatetiMe'; can transfer
to Using ConVentional printed materiai..ANathews, 1966)'

in developing i t.a , Sir JamesPitman Utilized the results of
'earlystUdieS oh the 13ychology of reading. For example, to expedite
.transfer; the viSualHappearande of words in i.t;a.- teSemblefthose in
traditional:printing;': HUeY:(1908): pointed out:that the upperhalf

wOrdorjetteris obvioUslYMpre-IMpOrtant for perceptiOnthan
:thelOtaer half,Yand gave illustratiOna from mutiliatedpasses toprove
hii'.iciint.Huey*Citesfurther::evidenCe. from,Javara Work On eye-
:.m.OVeMentS:.WhiCICshOWs'that'dUring'-the Course:Ofreading; the eye'S

_ . -

fikatiOnAxiintIMOVes:.along betweenthe:middldand:top of:the sMaller-
Ietters.,:thUS,7.giVingan'adVantageAn perCeptiOn:to the-upOer half of
the:line; "FUrther, int.4.--theneraphemeaare formed by jOining
toget7hertwofaMiliar-letters Which-aretaught as One sound and one
letter. IsTO capitaI'l_ettera'.appear

-The racist Comprehensive testing of i;:t;ain the United States was
conducted at)3ethlehel#,' Pennsylvania in 1963 Under the direction of
MazUrkieWiCZ and Tanyzer. Since that'time, many other experiments have
been conducted (Mazurkiewicz, 1967a).

:Jlaterials';. Two reading series published in i.t.a. have been the
mostyldelyused although additional.materials are now available,
:-One;:the:Downing Readers 'prePared by J6hni.Downing,wuapublished.in
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London in the early sixties. The other is the i/t/a/ Early-to-Read
series by Mazurkiewicz and Tanyzer which is published in the United

States. Downing's series is also printed in traditional type, but

thus far the Tanyzer and Mazurkiewicz materials are available only

in i.t.a. The 1.t.a. authors stress the fact that 1.t.a. is a modified

alphabet, not a method, msy use whatever tech-

niques or emphases they_prefer-=aaaLLqsz.mthetilLjmNoeEEtEL-
ence, etc. However., in U.S. practicel_ i.t.a. instruction hasplaced
greater stresp on learning theA.12habet and honics calls for the

children to do more writingt_and has a heavier vocabulary load than

begAnning materials printed in traditional orthography. (Chall, 1967),

Usage. Although there are no recent reliable data from nation-

wide surveys on the use of different reading methods, there is

information from the 1967-68 survey of reading instruction in the New

Englard schools mentioned earlier in this report. Responses from
3,163 elementary principals to a question on the major use of modified

alphabets in their current reading program showed the follwing

breakdown:
Percent

Basic 2.5
Supplemental 6.3
Experimental 4.0
Not available 85.5

A total of 12.8% of reporting schools indicated that they were making

some use of modified alphabet materials in their reading programs.

This figure is consistent with unpublished information obtained from

one of the U.S. authors of i.t.a, books who stated that i.t.a. presently

has about ten percent of the beginning reading materials market.

Research findings. Many articles have been published about i.t.a.

in both the public press and in the professional literature. Numerous

research studies on i.t.a. have been done both in England and the United

States. The most comprehensive review of the research literature is

contained in a recent book by F. W. Warburton and Vera Southgate, i.t.a.:

An Independent Evaluation, published tn 1969. Specifically, Warburton

and Southgate approached the evaluation of i.t.a. researdh from two

lines: 1) they collected, through interviews and questionnaires, and

evaluated views of knowledgeable people who had been closely connected

with the use of i.t.a.; and 2) they evaluated all of the published

research evidence on i.t.a. in Englaud and abroad, including an ap-

praisal of the methodology behind the results of the experiments. As

a consequence of this evaluation, Warburton and Southgate made recom-

mendations as to future projects which they felt might be necessary for

future testing of i.t.a.

This:review-of theAudgmente of ueers of 1.t.a.,included a ques-

tionnaire distribution eent to all infant schools in England and Wales-.

Ound that aboutnine percentof the infant schoOls were using
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i.t.a. Knowledgeable people who were interviewed concerning their
reaction to i.t.a. included Sir James Pitman, prominent educators,
government officials, lecturers, writers, and psychologists.
Furthermore, the reactiono of the children themselves who were
learning through i.t.a. were determined and this phase of the study
was extended to both parents and teachers. Evidence was collected
through interviews, letters, and group discussions. Approximately
400 individuals gave verbal evidence in this phase of the evaluation.

Seventeen of the most significant pieces of research on i.t.a.
were critically evaluated in the Warburton and Southgate study,
using a number of specific criteria. Despite the lack of statistical
rigor found in many of the studies (e.g., analysis of covariance
was seldom used), they concluded that: 1) despite many qualifications,
i.t.a. is superior to traditional orthography in teaching young
children to read but this advantage may be lost after the transition;
2) the research evidence obtained in the nited States strongly
suggests that i.t.a. reading programs are more efficient than
traditional orthography programs, even after the transition. However,
they note that the experimental design of the American investigations
made it logically impossible to be certain that the superiorities found
in i.t.a. groups were due to the alphabet itself and not to the reading
materials. In the British studies the content of materials used for
the experimental i.t.a subjects was the same used with the control
subjects and only the printing was varied. In the U.S. stuclis, new
materials were developed and printed in i.t.a. for experimental groups
and tested against control grups using regular basal readers.1

Telarburton'and Southgate report that although results are not :

invariably in favor of -1.athey are tarelY in the opposite direction
and the magilitude of the differences fOund in its favor is unusually

TheYnote-thatA.-t.a.has been favorably receiVed by praCticing
teachers oVerasufficient periodoftime se tleat the novelty, of:the
teChnique is:nOt:thei.sOleexplanation.--of its success: They: analyzed
the:followingfindings:yeuperiorityAnJword recOgnition accuracy
in Speed0f.readingafter:three years of:instruction when themediUm
-of testing wastraditionaIorthography; superiority-10:languageHskills;
superierityiin OraVreadingdfAihonetically consistent Words;-: and the
effects OffheChild!S abiIitY tOspell at later*gesThe reeults
further indicated thatA4.A.enhances:children's enjOymentof reading
amncreasedtheir writing:productivityas a functionof how much:time
the teacheradeVoteditoLthe-etudent.:

Theremas someindication:from-the Warburton and Southgate review
of 17 research studies that, imtediately after transfer to traditional.
liazurkiewicz is presently conducting a study where both experimental
(i.t.a.) groups and control (traditional orthography) groups are
using the same materials--the Early-to-Read Series.
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orthography. Children trained on i.t.a. had a brief period of no
progress but that they soon continued to advance. They note that
misconceptions have arisen about the use of i.t.a., particularly in
the U.S., including the view that it is a way of forcing young
children to learn to read "prematurely. Downing's attempts to dispel
this uisconception were also discussed.

In terms of the criteria.used in this USOE project, proportionally
more (34%) of modified alphabet articles reviewed were ranked high
the Gephart model than research studies on any of the other methods.

There are several factors that could account for this. First,
all of the articles reviewed under the "modified alphabets" label
were on i.t.a., and since i.t.a. is a radically different way of
teaching reading through changing the alphabet, it has been quest-loned
and challenged by both educators and the general public since its in-
ception. Sir James Pitman employed John Downing, then an industrial
psychologist, to conduct the,early experiments on i.t.a. in England.
Similarly, the U.S. i.t.a. proponents, with the aid of large foundation
grants, launched large-scale experiments aimed at demonstrating its
value and dispelling the criticisms that learning to read and write
in 1.t.a. would produce poor spellers and create problems when the
children began to read regular print. In this case, it was necessary
to demonstrate to a skeptical public that i.t.a. would work, using the
most modern and sophisticated scientific research techniques available.
Coupled with their, heavy emphasis on resnarch, i.t.a. advocates have
been both enthusiastic and zealous in their attempts to convert school
pal:sonnel and the public to their way of thinking. This enthusiasm
makes it almost impossible to design studies comparing i.t.a. with
traditional methods that control on the Hawthorne effect.

:The studiesreviewed for this project frequently showed that -
firpt:graders taught:it.a. scored higher than 'first graders taught

.:traditiOnalbrthographY on tests:of oral word identification and
pronunciation of.phouetically consistentords. 'ILnumber:of studies
revealedH.that i t a students wrote-longer sentences (especially when
writingAOsstresSed:in the programs), butrarely:did
.excel4nAieragraph::COmprehension. Inevitably, these'positiVe effects
didappear when:children are retested in second and/or third grade.
Obviously, Children do learn to read using i t.a and probably as
rapidias:theyv.do,with other techniques. , The unanSwered question is
whether it is worth the bother of: purChasing specially printed books,
preparing special materials, and requiring teachers to learn the new
-alphabet. Only time will tell whether this technique will persist
or follow its predecessors into oblivion.

.11229,11111y2:Environment

The term, responsive .environment method, is presently Used to
refer to two quite.different but related approaches to reading



instruction: 1) a type of classroom organization where the teacher
provides a variety of suitable experiences and materials in a
relatively unstructured setting and the child has the freedom to
select what he wishes to do - the current prototype of this method
is the British Infant School Model; and 2) a teachar-less computer-
based reading environment such as the lalking Typewriter developed
by 0. K. Moore and other machine programs derived from hiS ideas
(e.g., Borg-Warner's Reading 400.)

Knowledge base. The basic pool of knowledge on which the re-
sponsive environment methods are based comes from.psychological
studies on, child growth and development maturation,- readiness,
motivation and learning. Two concepts. underlie the practices: self-

pacing

as opposed to forced learning ,and utilizing the child"s
self-seeking behavior.

For example, Anderson and Dearborn '(1952) describe "pacing as
an educational method keyed to the developmental pattern of the child
as opposed to "forcing" the child to-learn-before he is ready. The
general guiding consideration of the pacing method is that each child,
when ready, is given the individual help and encouragement he needis to
read. The teacher relies on the "seeking behavior" of the children.
The rationale for this is that children of the same age differ in
growth patterns in their reactions to the environment. Children are
not passive recipients of stimulation:but react selectively to the
surroundings and create their-own world of experience. This assumes
that children will reject experiences for which they -are not :ready.

PrOponenta pf aeresponsive- envirenment:method:'furthere'cite Olsen's
contention that the role 'of the teacher is to provide a schOol environ-

,'tent. in.:-Which children May :find.:anitable experiences of a Wide variety
7kind.-'and :difficulty; In such am environmentL the child.becomes the

,Sudge of whether,-or-:notand.-at 'what:,tiine he .should..be,consuming 'reading
assuMedethat phildren .1411-learn :tO..read-With equal

-ease if the teacher and parent are willing to._relax; wait, :and let
,nature take:its course. There must be an .opportunity for reading and
>..afsocial..rdemand'for ite_iand'zzthe2...argument is,.that: if ;these conditions'
arer..meti- children.,shouldelearn,,to ,"reed.,justeas,.:inevitably...as,:they..learn
'to.:talk-,..So long as ..the'..,same,siictience-,is eexercised -.andthe .same' oppor-
:tunity'.fOr individual':growth. s granted. The:.fact.;,that ,some :bright
students. , do learn:, t o ; read:without.' ins true tion `:sbe fore they .at tend first
grade is :sometiMes:-usedeasan.'exampIe.of: the efficacyeof the :method.

. In .. a senae currenteWriting on the lresponsiveeenVironment classroom
method reflects a '!revival of.: the.:.Natural Method of teachings ,reading
developed and deseribed-by1Boney. (1942) .and-msed. in.-the Nassau. School
in 1939, as well as the view Of other proponents of the progressive
movement of. that period.
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Omar K. Moore conducted experiments in the early 1960s to teach
very young children to read and write using the typewriter. Influenced
by the research of B. F. Skinner on operant conditioning and the studies
of Haria Montessori, he developed the concept of the talking typewriter
as a responsive environment for learning to read. The machine consists
of a color-coded electric typewriter, a recorder, a speaker, a visual
display exhibiter on which words appear, a pointer, and a slide pro-
jector coordinated by a small computer. Essentially, the machine
teaches the child by talking and responding in the same manner as a
teacher does; but die Child is alone in a booth and the machine is
constructed so that he cannot make errors. The materials used can be
individually programmed to meet the needs of each student through
materials from conventional basal readers or story books or whatever
can be used once the child has learned the letters and some sounds.

The talking typewriter (Edison Responsive Environment Learning
System) has been used mainly in remedial reading situations. Most of

the articles referring to its use in professional literature consist of

case studies with impressive results or glowing descriptions and testi-

monials. However, a recent study by Frazier and Zaslav (1970) showed
that a small group of 11 experimental subjects using the machine made
significant improvement in word recognition, reading accuracy and com-
prehension as compared with control subjects, although there were
problems in controlling the specific instructional procedures for
equating treatment in the two groups. However, as Frazier and Zaslav
point out, there is a need for further verification of the effectiveness
of this machine since it is -extremely expensive. It costs $40,000
initially plus upkeep and requires two full-time program developers to
provide appropriate materials for maximum usage by 18 pupils per day.

Other less expensive devices such as the Borg-Warner Reading 400

program have been developed based on the rationale of the talking type-
writer, and experiments with similar methods are being conducted by the

Far West Laboratory for Educational Research and Development. At this

time there is no published research attesting to their effectiveness.

Usage. Although the pubiished literature suggests that numbers of

schools are experimenting with the classroom management techniques
advocated by responsive enviroament proponents, there is no evidence
from the surveys or articles reviewed that this affects more than very

small numbers of students. There is presently no research evidence
that this approach is effective although, undoubtedly, studies are in

process. Recent books and articles in the public press and the pro-
fessional literature eulogizing the British Infant School Model, and

such books as Silberman's Crisis in the Classroom may eventually have

an impact on reading instructional practices (1970).

The prohibitively high per-pupil cost of the Talking Typewriter
has limited and unquestionably will continue to limit widespread use
of this device.
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Programmed Instruction

Although programmed iustruction traces its roots back to the 19th
century or possibly even earlier, it is generally agreed that the pio-
neer work in the field was done by Sydney L. Pressey at Ohio State
University who published an article on his teaching Machine in School
and Society in 1926. His machine was a self-reporting, multiple-choice
reaction apparatus. Credit for the currently popular programmed
learning-teaching machine movement is given to B. F. Skinner, a Harvard
University psychologist, whose research on operant behavior with animals
was applied to human learning in the mid-fifties.

The earliest teething machine Used by Skinner required a student
to construct a responseHto a small unit of informatiop:,--technically
called a frame. A frame cOuld vary in length from a single sentence
to several paragraphs. Bath frame required some kind of response from
a student; that 'is, he"must answer a'question or fill in a blank.
Having completed-his response,- the student would move to the next frame
where he would be told automatically the correct answer. A full set of
some.number-of frames is called-a program.

Most of the early programs were developed on the premise that the
student should be correct most of the time in his responses. To assure
such correctness, it was necessary to break the information down into
small learning steps or bits. These bits were arranged in a careful
sequence aimed at arriving at a specific goal. The actual arrangement
of the steps was made first on some logical basis by the programmer and
then verified or revised by student responses. The criterion used for
revision was the number of errors the students made. If students made
a large number of errors they were not understanding the material and
might need additional explanations or smaller steps. After technical
acceptance of the series of steps was reached, a student could work on
the program independently and at his own rate.

In sequencing the presentation of the_materiatin a program to a
student; two nethods are used. The first, known as the linear pro-
gramming technique, has material arranged in a single ordered sequence;
the student must work from the first through the last item. The
second method for determining sequence of presentation is called a
branching program. In this approach, the student follows his own route
through the material. At given points-in the sequence, if he gets the
correct answer he may skip a:frame or, if he misses an item, he may be
rerouted through a series of, review frames.

:-This:sequentiaLpresentation'Of'bitsof information4n-smallsteps
Or framesi eaChrequiringa respOnse':on the part:of the Student, is the

ybasisof the[programmed method, :Whether the program is printed in a
aingle.bOok-; handed,out on separateillimeographed:sheets, or included In
a.fieleberateteaching Machine or.:e coMPuter;the,approach is the same.
While books lend themselvesbetterto branehing than:do most,teaching
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machines, elaborate branching prograns have been developed for computer-
assisted instruction.

Knowledge base. The ideas that led to the development of programmed
learning came directly out of Skinner's research in operant conditioning
on animals. Specifically, he was attempting to apply the following
psychological principles to human verbal learning:

1. Knowledge can be broken into small steps and a student
can reach the whole of it by progressing sequentially
through the sequences of steps;

2. When students respond correctly, they indicate under-
standing of the material;

3. By looking at the correct answer after his response
the student gets immediate feedback. Knowing he is
correct is reinforcing;

. The orderly sequence in which frames are arranged shapes
or gradually leads the student through the correct steps
to attain a desired learning objective;

5. Setting specific goals induces a desirable motivational
effect on the student;

6. Revision based on student responses puts the learner
into the situation and involves his active participation;

. Enabling the stadent to proceed at his own rate involves
the psychological concept of self-pacing.

One limitation of applying programming to different subject areas
is that it is often difficult to get agreement from experts in a sub-
ject field as to the appropriate sequencing of steps necessary to learn
a concept. Mathematics, a subject that requires deductive reasoning
and has an ordered sequence, has been apparently fairly ease to program.
However, materials in social science and the huDnanities have presented
more difficulties in attempting to write sequentially ordered frames.

Teachingmachines'and-prOgrammed,learning materials were used
.early.in.reading'instruction_to.teach'vocabulary,,phoniCs principles,
'skills in-breaking.wordsinto.Syllables, prefixes, and-affixes.

_

By -and. large-these;early. programs:were. pritharilT:valuable.:in con-
.

veying-specificfactualjuformation .or to develop-specifiC.rreading
skills .:Howeveri:by.including..What .is termed &panel rather than.a
few paragraphs,'.more sophisticated-reading 'passages were 1.ater intro-
-duced. For example, a page .of written material.and comprehension
questions 'naked about it might constitute a panel. In this sense,
many-ofthe presently Used-multi-level materials are really learning
_programs. For example, the SRA Reading for'Understanding card. rr5gram
which has cards with ten short paragraphs and a multip1R-cho1ce com-
pletibn%vestion or statement graded at different-levels essentially
constitutes erie4:irni?g,Trr_lcrant,--Szi-do'tfte SRA lab kits and many of the
-currently'avallable.reading kits .involving graded reading exercises.
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Materials. Programmed learning materials have an advantage of
being particularly useful for individualized instruction since each
student can be given a program to work on involving the particular
skills that he may need. Programmed instructional principles have
now been assimilated in many workbooks in reading. Answers are fre-
quently given so the student can check his own work, and there is a
greater tendency for materials to be arranged in a sequential order.
The Sullivan reading series, for example, is essentially a learning
program as are many workbooks on vocabulary and spelling skills.

The present trend is to de-emphasize teaching machines because
of their expense and other problems and toward increased use of the
programmed textbooks or exercise books.

Programmed learning materials are not limited to teaching skills
at the elementary level but also are midely uselLn high school and
college reading programs Many high and: most colleges have
reading laboratories that are equippeii with ,-ealii=1-,g machines and pro-
grammed learning materials. An exPmr-rli of a complete skills system is
the McGraw-Hill Basic Systems Series wIlch includes programmed work-
books on a variety of reading skillm, study ski71., vocabulary, spelling,
mathematics, and writing. This seraF,e.s is desigmed for the use of junior
college and college students and hmE-E,Teen field-tested.

Komoski .(1971) has indicated thatz there are -approximately 4,000
programmed instructional materials IV= use in the.schools. Approximate-
ly 500 of these:must ta used in spec-It-do types of teaching machines.
We have nO Information as to what,proportion of these Materials are
specifically concerned:with'reading instruction, however.

Komoaki has stated to a Congressional sub-Committee that the most
discouraging-area investigated in looking at Aearner-verified materials
is thatif programmed-instruction (1971). Although research in pro-
grammed instruction did much to develop and refine the process of
-learner,verifiCation-and revision, .and one would expect:to find that
'All'or at'least the.great majority-of. such materials hacLbeenthorouetly
tested, suCh.is not the case. The Educational ,Products Information
Exchange'Institute-examined.the programmed items in,use in,major curric-
.ulumareasin School-and'found.that.research,evidencewas,available for
only-7% oftheSematerials,while-some field testing was claimed.for
Another 8%.

Komoakkoreports thatalthough.all of the major educational pub-
lishetel'are'moVing, in the 'direction of "systems of materials" inv,olving
a multitude 'of media and methods, interviews with these researchers
indicate that they are not paying much attention to testing mater:tals.
Most have not and do not intend to field test.

Computer-assisted instruction in reading is based on programmed
learning concepts as are the materials developed in some of the newer



90

systems 4.or reading: the Southwest Regional Laboratory (SWRL)
Communications Skills Programs and the Wisconsin Design for Reading
Skill Development to mention just two examples.

A First Year Communications Skills Program desigaed for kinder-
garten children and covering basic communications skills (including
naming the letters of the alphabet, and reading simple selections)
has been developed by the Southwest Regional Laboratory for Educational
Research and Development. Throughout the SWRL program the reading
skills to be acquired are listed explicitly and their successful
mastery is the goal of instruction. This material has been leaer-
verified by gathering data over a four year period of product devel-
opment during which the units were continuously tried out with learners
and accordingly revised. At this point, mastery has "been verified
through use with more than 30,000 children in twelve states. Reports
from the Southwest Regional Laboratory''s materials did not survive the
Gephart stendards since complete field testing reports were not avail-
able and the Gephart model does not fit the kind of learner verification
analysis that is used in the SWRL studies. Most of the published
reports on this material involve initial try-out reports or studies
on basic factors, use snail samples, and are concerned with the devel-
opment of products. As such, the studies are not relevant to the task
of this project.

Nevertheless, the'SW2L program appears to be an Important contri-
bution which::shoul&be recognized:here HSWIL reading systems
deSignedjto-supplement,:not supplanti, the:xegUlarschool:reading program.

:

Additionalmaterials forhighergrade leveIs.arepresently beingdevel-
aped for Upper-4radeIevelsAn ConnectionAgith.theHHarperRowasal
Reader Series. :Unfortunately, if SWRL's"develOpment Of materials for
UseHid reading prograMs continuesat the presentrate, and_is funded in
the::SOMe-tannerithas:beem, we:can*look forward to materials being
:readYfOrclassrooMsHtouse at:.the sixthgrade level by 1995.

'.In:The:WisconSin Design forJleading:SkillsDeyeloOment (Otto and
'AskoV,1970),anothersystemSapproadorteaching:reading has-:been

.

develOpedbytheWisconSinReSeardh.:and7.Deyelopmententer,fOrCognitive
AJearriing This*program is-designeddpeCificallytelprOvide-indiVidUally
gOidedAliStruCtionYentheSkill::develoPMentaspecte of reading:instruc-
tionintheeleMentary-schOolfrom'srades onethrough:.Six. It is not
A total:instructional program in reading..-- What the'design does is to
Trovidea fraMework throUgh Which a skill development program can be
H:WOrkedOUtina local-iSchOol:Setting, The.:,methodologyof the Wisconsin

aSeclecticl:theprogram involVes flexible..grouping
-andAiaCing and:assumes thatiteachera who know their pupils are in, the
best-PoSition'to:guide indtruction. :In other wOrds, the design offers
possibilities for the skilled'teapher, not a complete program nor
specific prescriptions for any child or school.
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The Wisconsin Design assumes that sufficient materials for reading
already exist. The aim of the developers is to make more efficient
use of the available published materials rather than adding more mate-
rials to the abundance already produced.

The design comprises a number of interrelated components:

(1) An outline of:reading skills ,and related behavioral
objectives;

(2) guides to informal individual skill observation;
(3) tests for skill assessmezt designed for gromp or

individual administration4
(4) st.eral alternative means for individual and group

record keeping;
arAliodel compendiumof pUblished materials for teadbing:
the word attack, comprehension, and study skills;

(6) dmllected teacher-directed activities and procedures
for teething the word attack, comprehension, and:study
skills;

0) guidelines for directimg observations of pupil per-
Larmance and planning gmpil activities in the areas
n1 self-directed, interpretive, and creative, reading;
and

(8) guidelines for implementing the system.

The skills included in the Outline are grOuped in six major areas:
word attaCk skills, coMprehension skills, study skills; self-directed
reading,skills,-interpretive reading skills, and_creative reading skills.
The skills are clustered at five grade.levels with specific, objectives
-listed for each..

The Wisconsin Design-,for Reading%Skills Development has been tested
.on.several schools between 1968 and 1970. Additional field testing

_-

studies are reported to .be in-progress..:

Use_frenCy. A/though there was no information from recent
national surveswhich describe the distribution and use of_programmed

,.materials. it Wzlfer,.-f7o,sayhattbey::are widely available ,in schools
throughout : the natiOn . -EoweVer,, 'enemight raise the question.. a,s to

.
.

whether and to what ,extent these:materials are actually used.

,The only'avidence available comes again from the 196778 survey of
reading instruction in the New England scheols. Table:23 below gives

,-the-resiats'of.what-jteachers.at thefirst, fourth,:seventh,. and tenth
grades-reportabout the,use'ofprogramMed learning materials and multi-
leVel-kits in 'reading. One can also determine from this table the
difference between the availability and usage of these materials.
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TABLE 23

USE OF PROGRAMMED MATERIALS AND EULTI-LEVEL KITS
IN DEVELOPMENTAL READING.TROGRAMS

(Results of New England Public School Survey 1965-iS))

mOir

In teaching reading, how
much use is Trade of multi-
level kits and programmed
instruction materials?-

Teachers ' Responset:
(in percentages)

Tirst
Grade

Faurth
-Gtade

Seventh
Grade

Tenth
Grade

Much 8.6 11.0 14.5 18.5

Some 18.6 24.0 37.8 .25.9

Little 13.8 14.0 21.5 19.9

Never, though available 5.5 5.8 5.2 7.7

Not available 50.6 43.0 19.3 23.9.

As Table 23 shows, seventh and tenth grade teachers are more likely

to have programmed learning materials and multi-level kits available in

their developmental classes (about three-quarters of them do) than first

and fourth grade teachers. However, five to seven percent of all groups

report they never use the materials though they are available and 13-20%

of the groups report using them very little. The greatest use seems to

be at seventh grade level where over half of the teachers report using
these materials some or much of the time.

'ResultS-of the research on programmed inatruction': 'Only 7% of the

articles reViewed on "programmed learning-ranked'as !(411;a"' 'on the Gephart

'-ratingaystem. --None of, the;research articles on the.SUllivan materials

was .ranked Ohigh" on the-Gephartlmdel.

IndiVidualied-Instructi&C

Albert Bartia (1970):.YCharaCterizes indivi:lizalizedreading as a
_ , _ .

classroom reading of a .variety Ofreading Mate-

rials-Hit tlie tore Of-the method and systematiCinStruction withAbasal

readers:is eliminated. individualized instruction each child.se-
lects ajpook that-be wishes to read. Durin3 reading periods he reads
inthebOoksilently,..getting help if he needsA.t. Once or twice a

week he has -..an individual conference with the teacher in whiCh he
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discusses rubat he's been.reading, may do some oral reading, and perhaps
receive he4p from the teachermithspedific skills. Comprehension is
checked accasionallY.by the teadher And is usually based on the.general
plot of themeterial rather than on details or inferences. Rereading
is elttainovi-ed or discouraged in favor of the child's doing a large
amountof -reading on varied. topics. Workbooks usually.are not used.
spec.Pfi;c.training to word recognition Is-given individually, although.

occekionaily a-small. group of students who need help-on the same skills
may .be brought togerther for instruction.

Harris smggests that individualized reading is not a single method,
but a general approach allowing many variations. As such, success
with individualized :instruction is a function of several characteristics
of the -*eaciorer: recognition that reading is a continuous cumulative
developmental skill; knowledge about reading skills; ability to provide
time for the individual reading and attention to the needs of individuaa.
children; ;gilms the ability to provide extensive collections of reading
materials.

- The term individualized reading is also applied to a much more
structured.situation in which, although-children work individually, they
are given specific progammed materials to meet their needs. After
mastering a skill they are given additional practice or placed in high-
er level material. In suCh a.situation,. skill development is stressed
and the children have little choice as to what they work on. However,
even-An this,structured situationi periods are'usually. allowed for free
.reading in Which the child may choose materials. A modification of this
.method isthe"Contractmethod in:which:the child works out with the
-teacher- a contractfor,hiMself.,.Specifying,What materials he will read
and how hewIll demonstrate his knowledge ..(through-books, oral reports,
written reports,:artwork, etc.) Of what _he has read. His goal in .

reading is then negotiated with the teacher and he is expected to ful-
fill the terms of the contract.

Proponents,of, individUalized instruction are very Careful to note
that:AtdOes:,hOt:.preclude4roupHactivities in clasS.-Group workAA:at
the teadher's: discretion and she;;MayhaVe Spedific:objectives.suchas
helping a group:with:some specific problem or encouraging students to
formgrOupsspdritaneoUsly tOdiscusawhatthey:have-read.Evaluation of
individualiZed intrUCtion:UsuallycenterS:arOund the number.of books
read.l.,ythechild:andhieelingsabout thebooksRelatively few of
the,evaluation reports on individualiZed inStruction provide standard-
ized testresUlfri.', Childrenare endouraged to-eValuate their own
performance (Harrisi': 1970)...

At higher grade levels, including high school and college,,
individualized reading-is the term used to describe most reading lab-
oratoriesend clinics.. In this setting, the method refers to
procedurewhich:includes diagnostic. testing,,determination
weaknesses,' and:prescription of a:remedial.program which may-include a
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variety of materials such as programmed learning books, workbooks,
machine practice, etc. In this setting, students are permittei to
mrork at their own level and at their own rate and often toward their

own goals.

1<z_2..edeow base. The same arguments are used in justifying individ-
ualized reading as are used by the proponents of the language experience

method. They both quote studies from psychology and educational experi-
ments in the 1930's and use terms like "self seeking", "self selection"
and "pacing." Their major aim is to encourage the child's interest in
reading and to motivate him to read on his own.

Materials. Since individualized instruction is a way of organizing
classroom experiences rather than a specific method, any available
xeading materials may be used. In some programs, basal readers are
included. A classroom library with a wide selection of appropriate
maxerials so that children may have a choice of what they read is a pre-
requisite of this approach.

Use frequency... Although there are a number of reports in the
literature describing individualized instructional programs and some
school systems are experimenting with them, we do not have exact infor-
mation on the number of teachers or schools that are using a strictly
Individualized reading program, particularly at the lower grade levels.

Reaearch results. Four researdh reports were rated high on the

Cephart model. However, the results indicate no siguificant differences
between students using individualizel instruction and control groups.
0Writers observe, however, that children in indivdualized programs read
'mole, read more widely, and develop more interest and enthusiasm for
reading than children iv typical basal reader programs.

Language Experience Method

The language experience method is not new, although in the last
decade it has undergone a revival inspired by the publication of

Sylvia Ashton Warner's novel Teacher.

In 1908, Huey described the details of the reading practices of

the Francis W. Parker School in Chicago which differ little from those
presently recommended by Van Allen. Specifically, Huey states that in
the Parker School, children learned to read as they learned to talk,

"fran a desire to find out or tell something". After the children
had performed an experiment or worked in a garden or observed some-
thing in nature, they discussed what they had done and the teacher
wrote their statements on the board. They read and corrected their
own statements and often these were printed by older students or the
teacher and given to them as a printed story. The child read these
stories, knowingibeforehand what was in them, and took them home to

read to his parents. Often, photographs or children's drawings were
used to illustrate the stoiy.
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Knowledge base. The rationale for this methOd is that it
stimulates an interest in learning to read, and although language
experience advocates hold mastery important, they stress the moti-
vational advantages of the method. They feel that the child has a
need to communicate and express himself which is the source of his
desire to read and write. If the child is motivated, he will ac-
quire the skills needed so that direct teaching of skills is
avoided. Vocabulary is increased by bringing new words into the
discussion and writing these words.

Anderson and Dearborn (1952) describe the experience-reading
aporoaCh in this vein. They note that the experience-reading
method-is a modification of'the story method which originally
made use of nursery rhymes and familiar folk tales instead of
original,stories dictated by the pupils. .They also state that
experience stories.are not designed toreplace basal reader mate-
rials, pointing out that schools which have relied entirely on the
stories growing out of the activities of children have not produced
satisfactory results in-reading. They attribute this finding to
the fact that the materials dictated by_children tend to involve
too many different words with insufficient repetition per word.
Thus, Anderson and Dearborn conclude -that experience stories
obviously cannot match the controlled vocabularies of basal readers
as a means of teaching word recognition.

Critics of the aatiguageexperience method-state that the pur-
pose: ofthe method:is-tointroduce readingasa formHof communicating

nbt neCessarily:tO teach:1!reaI4,.readine..'Thus it functionsas
a-bbtitating-tedhnique to develOpAmterest in reading..and a "thought-
gettine attitude. -Another objectionraised is that the use of the
experience methodencourages memory reading. Critics:also.point out,
however, this is not necessarily a serious matter since all children
pass;through a stagelahen: they rely as much on their memory of the
storY. as'onthe'WordsOnthepage.: From-that standpOint,memory
reading*maybemore::OfHanaidthen-ahindrance .Aproblem develops
only whehrtheHehildeotes:todePendentirely On:his.memory and ig-.
AOrestheWordsHCOMpletely.

.111,0':experieUcemethodhistoricallThaa been emphasized in
teachingkindetgarten-and,:beginningiTeadera, althoughthe,methods
dLeadribectby:.Huey VerealsoUsed with third=graders and thereAlas
been-a:recenttrencY:tOward applingthese, techniques to junior:and-

seniorhigh'SChool-reluctanteaders- lainnerr-tity Sehools and else-
where.

Use fr_l!clunst. No data were available to this project on the
frequency of use of language-experience methods in the U.S., although
62 reports of language experience programs were reviewed.
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Materials. Van Allen experience charts serve as guides to the
teacher. Students essentially create their own reading material.

Research. Although 16% of the studies reviewed eat', the language
experience method were ranked "high" on the Gephart rating scales,
the findings reported were inconclusive. Some investigators com-
bined language experience techniques with other reading methods
(e.g., directed reading lessons, programmed materials, audio-visual
aids, etc.); different tests were used to assess gains so that
findings were not comparable (e.g., informal measures were used to
assess gains reported as significant in some skills while in the same
studies standardized tests yielded no significant differences).
A number of the studies included were second and third year followup
investigations of first year studies. Results on the followup studies
indicated that most of the gains achieved by language experience-
taught first graders were not maintained. Some studies found that
more favorable attitudes toward reading were characteristic of
language experience-taught students; others did not find significant
attitude differences. Those investigators reporting improved
attitudes subsequently reported that attitudes on followup studies
did not differ from those of the control subjects.

Eclectic or Combination Methods

Usually, the term eclectic or combination method is used
synonymously with the basal reader approach. However, depending on
what point the researcher wished to stress, he might term the basal
reader as a meaning emphasis, whole word emphasis, or even linguistic
emphasis method. As mentioned earlier in this chapter, when a basal
reader is used, it is usually regarded as the method and no effort
has been made to specify exactly how the teacher uses the basal
reader nor how many of the numerous activities suggested in the
teacher's manual she might use.

In reviewing ten textbooks used to teach teachers of reading,
we found nx author favoring any method other than a combination or
eclectic method. While most textbook authors described other
approaches, including those used in our categories, all recommended
an eclectic approach. It would thus appear that the controversy
over methods of teaching beginning, reading has been indeed limited
to pages of "Popular" educational journals, the women s magazines,
and other mass media. Almost all of the teachers in the country on
the basis of national surveys rely heavily on the basal readers as
their main material for teaching reading, although there are indica-
tions from the New England survey there is an increasing use of
supplementary materials such as intensive phonics workbooks, and
other aids. In view of this, we conclude that teachers are becoming
even more eclectic in teaching reading.
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Basal readers as representative of the eclectic method. Harris
(1970) describes basal readers as books intended to supply the core
materials for the development of reading skills. He notes that the
pattern of a graded reading series which starts in grade one with a
controlled vocabulary, gradually increases in difficulty, and pre-
sents a varied story content, has not changed greatly since the
McGuffy readers first appeared in the 1830's. Today's authors of
basal readers claim they use a combination or eclectic approach to
the teaching of reading, just as Professor McGuffy claimed his readers
were eclectic in orientation (Huey, 1908).

A typical basal reading series begins with a readiness book,
usually in workbook form, followed by several pre-primers (usually
three in number and with paper covers). A primer and a first reader
(both in hard covers) complete the materials for the first grade.
There are usually two second grade and two third grade readers and
one large text in each of grades four, five, and six. Workbooks
and other supplementary materials accompany the textbooks. Each
reader has a companion teacher's guide or manual which contains the
necessary instruction to assist the teacher in using the materials.
Most manuals include both a general plan and a detailed lesson taan
for each section. The manuals include many more suggestions than a
teacher has time to use so that he or she is given the opportunity
to select the activities to be used. Basal readers for the early
grades are profusely illustrated.

According to Harris, teaching first grade reading with basal
readers generally consists of five steps: 1) preparation for read-
ing (establishing background for a story, discussing new concepts,
introducing new vocabulary); 2) guided silent reading of increasingly
larger units (sentences, paragraphs, pages) to answer a specific
question; 3) oral reading for different purposes; 4) word analysis
and comprehension building; and 5) enrichment activities.

In Austin and Morrison's study (1963), classroom observers
noted that teachers concentrate on the first three of these activities,
give moderate attention to the fourth, and little or no effort is
spent on the enrichment activities.

At the upper grade levels (4, 5, and 6) basal readers provide a
wide variety of practice exercises in different reading skills with
many suggestions for enrichment activities. Most basal authors
follow this same procedure for instructing teachers how to use their
materials.

Reading specialists have pointed out that the fact that there is
little difference among basal readers in the types of activities
inrluded and in the overall content, although different selections
from literature and other subjects are used in different readers.

iUi
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If one basal reader series claims to have a stronger phonics or
linguistic emphasis in the new edition, the others soon follow.

Albert J. Harris (1970) indicates that recent revisions of
basal readers have Incorporated several major changes: 1) a stronger
and earlier emphasis on the teaching of phonics; 2) richer vocabulary
with more varied and natural language; and 3) cultural and ethnic
pluralism to make it easier for children from different backgrounds
to relate to characters and events. In the past decade, some basal
readers (e.g., the Chandler series and the Bank Street Readers)
developed especially for minority children have been published.

Thus it is clear that basal readers, although they change
slowly, have a tendency to assimilate eventually new ideas that
emerge from the current thinking in the field of reading as well
as to reflect the social and political thinking of the time.

Use frequency. We found nothing in our literature search to
reftlte Mary Austin's report published in 1963 which showed that
95% of primary teachers used basal readers and over 90% of teachers
used them in grades 4-6. In the New England survey previously cited,
94% of first grade teachers used basal readers "much" and about
1% did not use them at all. Ninety-one percent of the fourth grade
teachers reported that they used basal readers "much". In the same
survey, however, it was quite apparent that teachers did not rely
exclusively on basal readers. The majority also used intensive
phonics materials, supplementary reading materials (from libraries),
and their own teacher-made materials.

Despite the criticism of basal readers raised by reading
experts and the general public, it is quite apparent that teachers
are not rebelling a&ainst them.

Costs for producing a basal reader series are high. Chall (1965)
estimated that it cost about 24 million dollars to develop a basal
reader series and today's publishing costs are even higher.

Research evidence. Although there are no studies with clear-
cut results which deigonstrate that other methcds or materials are
superior to the basal readers, there is a tendency for the comparative
studies to show that students who use basal readers (in contrast with
more phonics-centered materials) tend to have higher reading compre-
hension scores. One might infer that this may be due to the eclectic
approach, including a strong emphasis on meaning and comprehension
skills from the beginning stages of learning to read. In the USOE
First Grade Studies and other research reviewed, when other methods
such as synthetic phonics and i.t.a. have shown significantly higher
results, these have usually been on word recognition tests or the
pronunciation of phonetically consistent words. The fact that these



gains inevitably disappear by the end of grade two or three
suggests that skills that are stressed by teachers using basal
readers may off-set the initial advantage shown by phon_ :s or
other simplified reading approaches or that perhaps the skills
taught by these methods do not transfer to reading comprehension
skills.

Albert J. Harris (1970), in reviewing the methods taught to
teach children to read, has stated

If ...no new approach has been able to lessen significantly the
proportion of children who make disappointing progress in
beginning reading. It may be that some of the children 141-.o
fail with one approach might not have failed with another
approach. Perhaps beginners with poor visual perception
would do better with intensive phonics; those with poor
auditory perception, with 'look-and-say'; those with
geaerally poor perception, with emphasis on reinforcement
thYough tracing and writing. This, however, has not
been demonstrated'in research as'yet. Thus a balanced
eclectic approach which uses visual, auditory, touch,
and kinesthetic cues in combination and develops word
identification and comprehension simultaneously, seems
safer and less likely to produce difficulties than any
method which relies primarily on one sensory avenue or
stresses one important side of reading while neglecting
another (p. 79)."

_saitis of Reading

There is only one;:complete system for teaching reading in the
U.S. today and that is the basal- reader:.series All other materials,

.'learning program's, cOmputerassiated instruction programs, etc., are
'designed. to SuPplementthe reading program by teaching sub-skills.
.NeWerCOmputer:BaSedInstructionaLManagement $ysteMs (CBIM)-generally
aredeSigned.:toinclude baSal:xeaders'.andother :conventional reading
materials as aa coMputerexercises.
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Computer assisted instruction (CAI). When digital computers
were developed, it was inevitable that educators would apply them to
help solve the persistent problem of how to individualize instruction
effectively. The first computerized instructional program was reported
in 1959 and, since then, many ,attempts have been made to use computers
with materials developed in programmed instruction.

As Walter MCHugh:deseribed CAl, it'has many -advantages over a
programmed tektbook sinceA.t can evaluate student responses immedi-
ately, give oral instructions, carry.on dialogues with the student,
or make instantaneous branching decisions on the basis of student re-
sponses:(McHugh, undated).
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The Stanford CAI Reading Program under the direction of Richard
C. Atkinson is an example of a "tutorial" CAI program where a child
can work through the reading program, and, depending on his response
patterns, take different rotss through the curriculum (Atkinson,
1966). The goals of the Sta.iford Project are to establish the feasi-
bility of CAI for young children, to study the acquisition and
retention processes involved in learning to read, and to provide a
laboratory for curriculum investigations. Materials based on lin-
guistic principles (e.g., words with regular and consistent spelling
patterns) are introduced first. Childrenare instructed through
earphones and a visual display screen and make their responses with
a light-pen. The activities include: 1) learning decoding skills;
2) comprehension; 3) games and other motivational devices; and 4) re-
view. The student speads 20 minutes daily with the computer and then
returns to his regular reading class. Weekly reports on his progress
on CAI are sent to his teacher with suggestions for other activities
Progress is reported using standardized grade placement scores for
each pupil.

According to Baker (1971), enmputer Based Instructional Management
Systems (CBIM) may be seen as broader in scope than CAI. The intent
in CBIM is to provide each child with an optimum set of educational
experiences. CBIM specifies the following: educational objectives,
desired student behavior, leveq of competence to be attained, and
concepts to be learned in a given program of instruction. The four
major functions performed by computers are test scoring, diagnosing,
prescribing; aad reporting. At the beginning of each unit of instruc-
tion, tne st;tdent is pre-tested to determine his relative status in
terms of 1;astructional objectives. On the basis of the pre-test, the
pupil is assigned to specific learning tasks. These can be generated
in the printed test result booklet or the computer can be programmed to
submit certain decision rules and relate these scores to specific
learning tasks. The prescribed tasks can be any of a number of educa-
tional experiences--workbook exerases, group activities, reading books,
tutoring, etc. At various points within a unit the student may take
diagnostic or progress tests which are also computer processed and
can be used by the teacher to assess progress. When the student has
completed a given unit of instruction, he is tested again, usually with
a criterion-referenced test scored on one or mole objectives. Typically,
the criterion for mastery is 85% Olt" greater on a given objective.

Examples of specific CBIM include the Systems Development Corpor-
atioels 1MS developed by Silberman for the Southwest Regional Educational
Laborator7. In this system, each first grade reading class is divided
into several reading groups. The groups receive first grade level
ins!.:ruction based on a state-adopted reading series. A file of self-
administered tests based on the reading series, a file of paper and
pencil exercises used for follow-up work, and a listening post where
students may listen to audio tapes are placed in a classroom. After
the child completes the appropriate exerciges, his answer sheets are
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taken to the computer facility where they are scanned and the item
response choices punched into the card which serves as input to
a computer that scores the test and generates the appropriate reports.
The data from the tests are presented to the teachers in diffarent
forms: the basic data specLfy the particular test taken and the
specific objectives covered in the! test. If a student scores below
85%, the report prescribes remediql activities. There is a teletype
terminal_in the school for the teacher to us/ an inquiry device.

The computer based instructional management system at the
Pittsburgh Learning Research and Development Center grew out of an
individually prescribed instructional project for which materials
(including tests, diagnostic procedures, prescriptions, and record
keeping methods) had already been developed. In this system, when a
student completes his test, clerks record the results on forms that
are optically scanned and processed by computer. After processing, a
unit summary reporting scores on pre-tests and curriculum imbedded
tests is printed for each student, along with a test prescription
suggested by the computer. Room summary reports listing each student,
the unit of instruction, the skill, and the number of days he spent
on the unit, are also prepared for each teacher.

According to Baker (1971) all computer based instructional manage-
ment systems follow the same basic model. They differ in level of
implementation but the underlying pattern of Lest scoring, diagnosis,
prescription, and reporting is common to all exist! ; systems. Educa-
tional objectives are specified in detail. These then serve as the
basis for the design of instructional procedures, materials, measuring
instruments, and other aspects of the curriculum. Most computer based
instructional management systems employ conventional instructional
materials such as textbooks and workbooks. Only the Pittsburgh group
uses instructional material developed expressly for the project. The
extensive use of conventional materials reflects the extremely high
cost of design, development, and production of the materials associated
with specific instructional objectives.

AllComputer baSed instructional systems use criterion-referenced
tes.ts: Which are administered aspre-teSts to determine a pupil's
present'leVel:.OfaChievement .and:as post-tests to determine if the
specific:objettiVeshavebeenachieVedThe end product-,is a series of
aomputergeneratedlrepOrta:generally Structured by objectives and groupt;

:of pupils, IndiViduaL:progress can be followed over a period of time.

Limitations,o1 CBIM.-, Individualized instruction .as it is defined
iwthe computer based instructional system's is based on a common con-
tent to be learned by all pupils, :Individualization occurs only in
regard to the rate at which a pupil moves through this common curric-
ulum and,in the assignment of a limited range of remedial taSks to
students who do not achieve mastery. Reports concerning the progress
schemes may have been given more credence than they deserve. Current
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diagnostic procedures report findings in a seemingly sterile fashion,

with interpretation left to the teacher. Since most computer based

instructional systems prescribe conventional materials, there is
little evidence as to how individualized such materials are. If book B

rather than book A is assigned on a given topic to students, little can

be gained unless they are functionally different.

Present diagnostic and prescriptive procedures as used in CBIM

appear to be rudimentary in that they rely primarily on judgments of
the relationship of a limited number of test items to instructional

materials and procedures. They are not based on research evidence.
The criterion-referenced tests used to form such judgments are typi-

cally existing tests of a multiple choice format or locally developed

items designed to measure a specific objective, It ta difficult to
obtain adequate reliability and validity data on the limited number of

items within any single unit of instruction. Other limitations include
the cost of the program and services required as well as the amount of

time it takes to collect and store information on each pupil and pre-

pare the reports. According to Baker (1971), the success of future
instructional management systems depends on their definition of individ-

ualization, on improved curriculum, on data diagnosis and prescriptive

techniques, and on an adequate conceptualization of the teacher as the

manager of the educational enterprise. To achieve even small gains in
these areas will involve a great investment in time, talent, and money.

Summary.. The basal readers are the most widely used "system" for

teaching reading in the U.S. today. All other systems, including pro-
grammed learning and computer instruction, are designed to supplement

basal readers. Computer Based Instructional Management Systems are
designed to help teachers manage classroom learning by performing a

record keeping and data analysis function. All CBIM follow the same

basic model (test scoring, diagnosis, prescription writing, and re-:

porting) and ;Aost utilize conventional commerically published bookSi,

and materials, either by incorporating learning programs into the com-

puter or by instructing students to read or use designated books or

workbooks. Some programs developed as CAI tutoring programs are now
being made Lvallable to classrooms without computer access, e.g.,
SWRL's Reading Tutorial Program, First-Year Communications Skills Program,

and Instructional Concepts Program. A Learn1.%1g Mastery System is pre-

sently being developed by SWIM for first and second grades to be used in

,connection with the Harper-Row basal readers. The materials have been
extensively field-tested and present expectations are that the First-
Year Communication Skills Program will be used by approximately 100,000

students during 1971-72. The program has been designed so that teachers

can be trained in one day to use SWRL materials; teacher's instruc-
tions and responses are carefully programmed.

The Wisconsin Design for Reading (described in the Programmed
Instruction Section) is another system that adheres to the same CBIM

princiOes, but can be used without computers.
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The limitations of CBIM include: 1) the cost of equipment and
maintenance; 2) the use of criterion referenced tests which lack
evidence of reliability and validity; 3) the fact that most diagnostic
and prescriptive activities included in them are based on judgment
rather than empirical evidence; and 4) most systems are individual-
ized only to the extent that studentt_proneed thrasgILIAIATI2ei2mnIs
at different rates. Another limitation, as reported by SWIRL, is that
the computer generates more information about students than teachers
can use--thus, in effect camplicating rather than simplifying her
task.

The advantages of CBIM include the fact that it eases the clerical
load of the teachers in record keeping and scoring and may provide
more accurate information to help manage the instruction of individual
students. To improve CBIM will take talent and large financial
commitments.

The major contributions of the developers of Computer Assisted
Instruction in reading have been a research contribution in preparing
materials for specific objectives, end in the sequencing and evaluation
of learning. In almost all of the programs described (including those
which use the Talking Typewriter), an important spinoff has been soft-
ware programs which include ideas and techniques teachers can use to
Improve their effectiveness in teaching these skills to students.
Some computer-based reading programs are presently available from
commercial publishers. However, with the present educational financial
crisis, it does not seem probable that there will be extensive adoption
of computerized methods of teaching reading skills. Currently, the
trend is for developers of CBIM materials to look for alte.enate ways
of getting their materials used in classrooms as learning programs
rather than as computer packages. Basically, today's computer instruc-
tional systems have the potential to contribute new empi:.7.1cal knowledge
and techniques for teaching the basic skills of reading.

ItRew Methods for Teaching:Beginning Reading

, :Recently, E. B. Coleman deacribed a research strategy for educa-
tional:engineering of the teaching of reading(1968). .His approach
waa to scale common words, letters and sounds for learnability.
Traditionally, almost all beginning reading materials and methods7used
word freqnency nounts such as'the Therndike word list as their-besis
for Vocabnlaxy selection onHthe assumption that:if students learn the
most:frequently appearing worda-in English they will be able-te read

Coleman's premise is-different.- He:has designed a matrixof
functions which can be tested experimentally to determine which letters
are easiest to learn, which sounds, which words, and which blends.
The design of such broad band studies invOlves ranking language units
according to the subskills involved in learning to read. The ultimate
goal of such experiments is to design programmed instruction, using

110



104

the children themselves as the basis for the calibration of lin-
guistic units, rather than to focus on frequently used words which

often have irregular spellings or pronunciation patterns. With

this approach a sequence of learning experiences in reading can

be structured based on the student's ability to learn the letter

sounds and words rather than on the basis of teacher or experimenter
judgment. 'Basic research is currently in progress on this approach,

buf there is at this time no information as to the application of

this technique nor its effectiveness.

Coleman's strategy of designing a decoding program based on

ease of learning-grapheme-phoneme relationships appears rational and

promising and may eventually result in changes in fhe sequence of

presentation of early reading concepts:

Are the Different Readina Methods Essentially
Based on Different Pools of Basic Knowledge?

Synthetic versus Analytic Emphasis_

The position of the strong proponents of these methods mdght be

compared to two men attempting to describe an elephant. One (the

analytic) examines the elephant's shadow and describes the animal

completely by his shadow. The other (the synthetic) carefully examines

the elephant itself with a magnifying glass, part by part, starting

with the elephant's toenails and generating rules as he moves section

by section up the elephent. However, each vehemently argues that his

position is the true one. Each selects experiments from perceptual

psychology to support his position and ignores or underplays the

evidence for the opposing viewpoint. By focusing on these narrow

views of the reading process and emphasizing the nature of the stimulus

(letters and words), both positions ignore or underplay each other's

position as well as the importance of motivation, growth and develop-

ment, and the characteristics of the learner. Both emphases assume

that.children must be taught to read in a highly structured way.

Individualized Instruction, Language, Experience, and Responsive

Environment

These three methods have in common an assumption that children can

learn to read in a less structured situation. Given the opportunity

and'a free choice of appropriate materials, they hold that the child's

natural curiosity will lead him into reading. The basis of their

emphasis comes from psychological concepts of motivation, differential

growth and development patterns and a respect for individual differences.
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Programmed Learning

Programmed learning is based on operant conditioning principles
and is concerned with structuring the material in a manner so that
the student can unavoidedly make the correct responses. To an extent
these programs do recognize individual differences, differential
growth and learning patterns, and emphasize the intrinsic rewards that
motivate students through the act of being successful. The programmed
learning approach comes closer to following a blueprint from one
specific area of knowledge in psychology than any other.

Linguistic Method

The linguistic method might be compared to building a structure
on constantly shifting sand, since the underlying theoretical know-
ledge is constantly changing. To the extent that linguistic reading
methods stress spelling consistency and minimal variation, the
assumption is that by making the code-breaking stage easier and more
systematic, children will learn faster and with less effort. To the
extent that they support the view that writing and reading should be
baw'd on natural oral language patterns the attempt is to simplify
the process of learning to read.

Combined or Eclectic Method

The view of the supporters of the eclectic method appears to be
that if we include a little of all the other methods, emphasize
meaning and add extra activities, we will produce good readers. As
has been stated previously, this isthe most widely accepted position
espoused by both teachers and reading experts. The method taps a
broader spectrum of psychological knowledge and concepts than do most
ofthe others.

Modified:Alphabet

The :Taiionale here is that if the code itself is simplified
(letter,soundrelationOipsatemadeiconsistent) it will be possible
for!achild to:Jeart to read easily anc1 quickly. This,:of course,
involves changingthe stimulus, the letters to which the Child must
learntorespond... This:approachcan be supported from selected
studies in the ,fiel4 . vision and perception.

Meaning Emphasis_

This emphasis is based, of course, on basic principles in the
psychology of learning relating to the fact that material that is
meaningful is easier to learn and better retained. Implied in this
is also the assumption that students will be more readily motivated
to learn material that is meaningful. However, as we have pointed
out previously, since meaning involves the interaction of the reader
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with the material in a book, this approach is limited when it is not
based on studies involving the interaction between students with
different characteristics and various stimulus materials. As also
was noted previously, most all of the methods cited used letters and
words rather than nonsense syllables and authors do attempt to make
the beginning materials as meaningful as they know how.

The different emphases in reading instruction do draw from differ-
ent pools of basic knowledge. They select out those principles that
support their particular position and ignore or underplay the others.
Some focus on altering the stimulus materials (letter-sound relation-
ships, simplifying spelling patterns, restricting the complexity of the
syntax), Others stress the need to provide a situation in which the
learner will be maximally motivated and supported in his desire to learn
to read. The methods suggest quite different emphases on the role of
the teacher, from the highly structured situation in which the child
must be taught, to a permissive situation (such as that provided in the
responsive environment setting) where the child determines and chooses
what he wishes to use within his environment to learn to read.

Underlying the methods or emphases are several basic assumptions.
First, the view that if the initial sta,ies of learning to read can be
simplified by changing the code, controlling the alphabet, giving
rules, or restricting the vocabulary, children will learn to read more
easily and quickly. The implication here is that it is desirable for
young Children to get into the process of reading as quickly and as
easily as possible. This is a value judgment for which there is no
empirical evidence.

There is some suggestion that these attempts may oversimplify the
process of reading to the extent that when the child gets into the real
world of reading, in polysyllabic words, inconsistent spelling
patterns and complex syntax, he may not be adequately prePared. Only

studies have concerned themselves at all with the problem of
transfer, yet psychologists have long ,pointed oUt,that one cannot
assume that transfer occurs automatically. It is quite possible'that
some of the simplified.beginning reading.approaches'may indeed result
in negative transfer making it more:difficultfor some children to
make the transition to regular reading.

A second assumption underlying all of these emphases is that if
only we start the child out right at the beginning of his learning to
read, the advantage he gains over other etudents will persist permanent-
ly. There is almost 4 total ladk of awareness or interest in intervening
educational experiences judging from the manner in Which follow-up
studies are conducted. That is, children taught by one method or
another during the first few months of the first grade are retested
in subsequent years, but not studied in terms of the other learning
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experiences to which they might be exposed. Underlying this is the
naive hope that what happens the first few months in school will
mold most, if not all, of the child's later learning. Differential
growth patterns and later mental maturation, however, have yet to be
examined by the researchers in reading.

There is a clear relationship between the number of studies doae,
the time at which they are done, the statistical sophistication of the
studies, and current fads in reading. Those who wish to change exist-
ing methods apparently are motivated to hire researchers who will do
better research in order to persuade the public that their ideas are
indeed more valid than those presently used in the schools.

Underlying all of the methods is an implicit hope that a panacea
will be found. This, too, is an historic characteristic of reading
methods in the United States. There is strong belief that if only
we are scientific and careful and thorough enough we will find the
one method that will work with all children. In reality, all methods
that we have investigated failed to teach some children to read.
Children with severe problems, whether they be intellectual, emotional
physiological, or social, cannot reasonably be expected to learn to
read through a system based solely on the method by which they are
taught. Failure to recognize and account for individual differences
is a major failing of all the specialized methods--i.e., code emphasis,
linguistics, i.t.a., and material-centered approaches. The combination
or eclectic method, since it subsumes varied approaches, comes closest
of these to providing for individual differences.

Overview of Materials Used in Teaching Reading

In reviewing the published materials for the teaching of reading,
one is immediately impressed with the overwhelming number and types of
books, workbooks, equipment, audio-visual aids, etc. P. Kenneth
Komoski, President of the Education Products Information Exchange
Institute (EPIE), a consumer's union for school systems and educators,
recently stated that a conservative estimate of the educational materials
being marketed to schools in 1971 is over 200,000 items, and that these
products have increased twenty-fold in the last two decades (1971).
Materials designed specifically for the teaching of reading are also
numerous. The first guide to materials to teach reading published by
ERIC-CRIER contained a listing and description of 10,000 materials
and a supplementary list of over 100 pages has recently been issued
(Harris, L.A., 1968; Berridge and Harris, 1969). Any catalogue or
listing is obsolete by the time it is published since new materials
are continuously being developed and marketed. The proliferation of
educational materials is symptamatic of our technological age which
has created a demand for options or alternatives in purchases of all
products as well as a need for immediate acquisition of products and
information (Komoski, 1971). The American consumer has been conditioned

1



108

to want and expect a new and different style car every year, and
the American teacher has been conditioned to expect new and different
materials and to depend on educational technology to help solve
classroom problems.

Just as the American consumer is more concerned about car color,
upholstery, and style in the purdhase of an automobile over safety
features, the American educator has also been seduced by what is new
and attractive and does not demand evidence that materials and books
are effective in helping the students learn.

It is clear that teachers have many options as to materials and
equipment to use in teaching reading. However, as Komoski points
out, less than 10% of the educational materials on the market today
have been field-tested and even a smaller percentage (about 1%) have
been subjected to learner-verification tests. He seez an urgent
need for more effective evaluation of materials due to two current
trends: 1) the trend toward more independent, individualized learn-
ing on the part of students; and 2) the demand for greater account-
ability on the part of teachers.

Since school administrators and teachers are not demanding
evidence that new products (whether they be television tapes, multi-
media kits, or textbooks) have demonstrated effectiveness, Komoski's
surveys show that most publishers are not voluntarily conducting
expensive field testing or researching the effectiveness of their
product.

Kamoski fears that what is happening in educational publishing
is that schools and teachers are given an increasing quantity of
trivial options rather than the high quality alternatives which
students and teachers need. Implicit in his concerns about the
quality of educational products is an assumption that teachers and
students are,not able to judge the effectiveness of materials them-
selves. He points out that studies have shown teachers are unable to
judge which of two learning programs will lead to more effective
student performance by examinink them: However, the implication that
classroom teachers-would continue to use poor materials that do not
help students learn and that onlyresearch experts can conduct
scientific evaluation tests on educall.onal materials seems pessimistic.

Advertisers of educational products, like those of other products,
aim to keep the consumer dissatisfied with their present prodncts
and to pressure and cajole them into trying new and different materials.
Their goal is tp produce an insatiable desire for changt, 1.e., the
new is always promoted as better, and-to create an ever-expanding market.
Although many reading professionals have long maintained that children
can be taught to read by using the labels on catsup bottles or beer
cans or walking around the streets reading signs, today's teachers have
been brainwashecrinto feeling that they must have the latest gadgets,
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programs, and publications or they cannot teach reading. : A re7:mt
illustration of this attitude occurred at the National Reading
Conference in St. Petersburg in December 1970. After U.S. Office
of Education administrators had presented papers describing the goals
and plans of the Targeted Right to Read Effort, teachers in the
audiende rz:S-e to complain that they were'not interested in long-
term rosearch. What.they-demanded was something:they could use in
their classrooms "Monday morning."

Another factor in the proliferation of published materials in
reading is the diversity of students. Recognizing that the same
materials may not appeal equally to the child from a Chinese ghetto,
a black child in rural Mississippi, a suburban child in Illinois, a
Kansas farm child or a Mexican-American child, teachers search for
appropriate materials. Publishers, too, have recognized the demand
for specially created materials for ethnic minorities. Government
support for purchasing materials for disadvantaged students have far
surpassed funds allocated for conducting evaluation studies on their
effectiveness.

The regional educational research and development laboratories
are!presently-conducting,extensivejield,testing ancUlearner-verifi-
cation-.fteets_on their newly eMerging Products.. Yet:the expense of
such ProjectsHancl:theeducatorsi. indifference to evaluation studies
.makesthe prOspectofreqUiring,field-test or learner verification
data_on all:materials:used it schools seem liked hopeless dream.

Whatcan be doneShoulc1.weexpendmillione op developing and
teSting new materials:to replace:present programs in the vain hope
thatifenough mconey:armi:effort:goes:into the pr?ject_we Will even-
tuallyffind-.the4anaceathat:will,?Work on all chi1dren Most
children do: 1.4xli,to,read,with::presenttechniqUeeandipreeent mate-

beimiaerto:expendfinancial,:and researCh effOrts
toTidentily;the:,needspfchildren whodOnotlearntoread bytypidal
procedures and concentrate effertson them, if ptir goal is to assure
every Ohild-the opportunity to read at his optimal leVel

Might, not teaCherSand adminiatratera be aidedin establiahing
criteriajOr:Selecting materials appropriate for their lecal needs
and in field-teating materials with their atudents rather than relying
on natiOnwide testa on populations that may bear, little resemblance
to local student populations? The Wisconsin Design for Reading Is
a first attempt in this direction since it provides:for flexibility
in deciding onobjectiveS and materiala in terms of local school needs.
Rather than attempting to homogenize learning experiences and forcing
all atudents through:the sameyakill sequences, recognition of differ-
encee,in. ability andother:characteristicsja essential for a reading
program tp be successful.
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Use 1.12111tREE

In our review of the literature on materials used in reading we
found nothing to refute the finding of Austin and Morrison reported
In their book entitled, The First R: The Harvard Report on Reasnag
in the Elementary Schools (1963). The purpose of f-heir study was
...to ascertain the conduct and content of the reacting programs in

elementary schools throughout the country (p. 247)." As such, it is
directly relevant to the present concern with the use frequency and
distribution of instructional methods and materials. Tnree approaches
for gthering information were used--a survey questionnaire, inter-
views with administrative officers and teachers, and on-site observations
in classrooms. A representative sample of 1,023 school systems from
the original population of all public school systems located in
communities with a population of ten thousand or more in all fifty
states participated in the survey.

Austin and Morrison report:

...the basal reader is unquestionably the predominant tool
of instruction in most of the school systems sampled
throughout this study. This is true whether a Single basal
rer ar series was utilized or whether...children were ex-

.1 to a number of basal series. In only one school
system Visited during-the original field study were basal
readers not used as ,the major tools of reading instruction.
In fact, for many teachers it would be unthinkable and
impossible to 'teach withOut them (p. 54).

This conclUsion based upOn the data of their surveywas alSo
supported'by Barton and Wilder (1964) when-they reported thatreading
InstrUction incalmost all schools starts from a graded basal reader
serie6 Nine.ty-eight percent:Of first grade teachers in their-surVey
of 1,500 teachers:reported use Of suciv.materialS and:procedures:On
all Or most daya.

The report on Reading Instruction in New England's Public Schools ;

prepared in February, 1969,:also reports:

The basal reader is th_e mOst used type of material in
reading instruction in Grade 1 and 4. Ninety-five
pet cent of the'principals indicate that basal readers
are used as a basis for the reading prog7ams in their
respective schools (p.:1:6)4.

A private survey, completed in 1970-71 and made available to us
through the cooperation of the American Heritage Publishing Company
and Houghton Mifflin Company, provides concrete information on the
materials of instruction used in the United States. This unpublished
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survey, conducted in association with John B. Carroll, covered a
carefully selected nationwide sample of more than 200 schools or
school systems (public and parochial), about half of whom responded
with detailed lists of textbooks, individual study and practice
materials, library books, and other reading matter used in grades
3 through 9 in their schools. Froo the lists of materials reported
for the teaching of reading we have reproduced the most frequently
reported titles, by grade level through sixth grade.

Grade 3

Robinson's Roads to Follow and More Roads to Follow
Russell's Finding New Neighbors and Friends Far and Near

Grade 4'

Robinson's Ventures and pperL Highways (Book 4)
Russell's Roads to Everywhere
Harris's Magic Word

Grade 5

Robinson's Vistas and Open .Highways (Book 5)
Russell's Trails to Treas-u-e
Harris's 1.321c1Jones

Grade 6

Robinson's Cavalcades and 2u2.:)LcenH6)
Wingsto Adventure

VanRoeke's Beven Seas

These selections,:eicept fdi VanROeke's are from bacal reeding series.

The New*England Survey also indicates,that teacherS do not re-
strict'their_teaching tolle Basal Readers, but use many supplementary
materials-.4A , Table-24:shoWe the mOSt frequently used materials
and_equipment'repOrteclby teathers in the Survey, The survey also
:suggests that sOMe teachers are not utilizing audio-visual aids,
learning kifg:, etc., although they are available in the classroom.
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TABLE 24

MOST FREQUENTLY USED MATERIALS
IN READING CLASSES (NEW ENGLAND SURVEY)

Most. Frequently
Used Books

Most Frequently
Used Equipment

Most Frequently
Used Materials

Grade 1

Basals
Commercial Workbooks
Intensive Phonics
Teacher Made Materials

Grade 1

Record Player
Filmstrip Projector
TeleVision
Overhead.projector

Grade 7 Remedial .

Textbooks or Workbooks
on Reading

Library Boe.ks
RitS or_BOd:Materials
Teacher:Made bleerials
Reading kaOhines and
Pacers

Grade 4

Basals
Supplementary Basals
Library Books
Teacher Made Materials

Grade 4

Filmstrip Projector
Record Player
Tape Recorder
Overhead Projector

Grade 10" Remedial

Texts or Workbooks
on Reading

'TeacherMade Materials
Library Bookk
,Xits orlioxedMatert'als
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Use Frequency of Materials in Teaching Readina at the High School
Level

Surveys of high school reading programs suggest that machines,
multi-level kits, and various workbooks are typically usee.

McGuire (1969) conducted a national survey of 912 high school
teachers amd concluded that 80% of the high school teadhers teach
reading in the context of literature. Only about half used material
designed to increase reading rate, while 66% of the teachers indicated
that SRA multi-level materials were used in their classes.

Parr, Harris, Laffey, and Smith (1969) surveyed high school
reading programs in the state of Indiana. They report that about half
(47%) had developmental reading programs and the sam-= ..csportion offered
some kind of summer reading program. Forty percent remedial
reading for the severelydisabled reader, but only 19% ur these schools
reported having reading lessons for all students.

Simmons (1963) surveyed high schools in the upper midwest-and re-
ports on results from 152 schools. He found that more'than one third
of the schools had noreading'prograps of any kind. "When reading
programs'vere indicated,. the Majority were reported narrow in scope,
rigidly administered, and quite limited as to the number ofstudents
served (p. 34)." Those schools that did offer reading.concentrated only
on remedial training.

Boyle (1971) reports results of a survey on 68 Florida high
schools. She reports that remedial reading was most frequently done
in special classes in a reading laboratory with an average of 16
students to one teacher. Most classes used a combined small group
instructional approach plus individualized instruction. The most
popular materials included: SRA Reading Laboratories, SRA Reading for
Understanding, Reader's Digest Skill Builders, controlled readers,
tape recorders, the Language Master, and tachistoscopes. Less than
half of the schools reporting indicated they taught reading in the
content area.

-raham (1969) surveyed secondary sChools in California. Three
hundred three replies were received and, of the schools responding,
78% stated they had reading programs. However, Graham did not ask
what types of reading programs were offered; He reports the most
frequent method of organizing reading programs was_the establishment
of special reading classes (82%;. Over 75% of the sehools used
mt1ti-leve1 reading kits and approximately-220 other kinds of commercial
reding programs were listed. The larger the school the greater the
variety of materials in use. Most schools used mchanical devices:
controlled readers, 84%; tape recorder, 80%; tadhistoscope, 72%; pacers,
62%; record players,'59%; and reading films, 45%. tion, SRA
Reading Laboratories and Reading For zstandins, ,4.o7,.books such as
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reviewe&that ranked "high" or "middle" quality on the Gephart scale.
Of those, 28 were on black students. The most frequent methods used
in these studies were described as meaning, language experience,
individualized instruction, and eclectic. There were only two
studies on American Indians and four that included any Asian-American
students. In one of the studies on Indian students there were only two
Indians in the group. One study on a sample of Oriental children in
grade 3 was done in Hawaii with middle SES students.

Few of the research reports reviewed presented full information
on learner characteristics such as grade level, ethnicity, sex, SES,
and ability level. All of the studies which included ethnicity as a
variable included black studfnts and most studied populations in inner
city schools. Only one study described black students from middle
class backgrounds. The other researchers appareatly assumed that
their black student samples were from low SES backgrounds, though a
number specified that their populations were "disadvantaged."

There were many more studies specifying black subjects than
white subjects or any other ethnic group, but it seems likely that
many of the studies which did not mention ethnicity were, in fact,
using white subjects. APparently, if a Child's ethnicity is not
described, he is assumed to be white. Most of the studies in which
ethnicity was mentioned as a variable were done with "disadvantaged
students" and "low ability students." Usually, when these labels
were used they were not described or defined.

Recent studies on the relation of ethnicity to self-concept have
described the complexities of using ethniaity as an independent
variable. The racial composition of the school which the children
attend, not merely whether the school is integrated or not, has been
found to be an important variable in determining whether a child from
a given ethnic group has a low self-concept or not. Such factors as
the presence of otherminority group members, the size of,the school,
the community attitudes and composition (including parental attitudes
toward integration) have been found to affect the results of such
studies.

Sex

Most studies reviewed either dealt with both males and females
or gave no information on sex. Several studies dealt only with males
but none of the studies involved only female populations. In general,
nothing was found to refute the evidence that girls' reading achieve-
ment in the elementary school is higher than boys'. On studies where
sex was used as the variable, the results were inconsistent, sometimes
the boys apparently gained more from being taught with a given method,
while in other studies girls gained more. When sex variables were
confounded witl, socioeconomic status and ethnicity, the results were
even less clear-cut.
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Ability

Many more studies concerned low ability students than high
ability students. Most studies stated that "wide range of ability
levels were represented" or "the sample cut across ability levels,"
but presented no further information. In othee words, the distri-
bution of significant learner characteristics was not specified.
The majority of research studies reported that pre-tests had been
admininstered to determine the ability level of the eubjeets, but
many of these same studies did not report the scort ettained from
these tests. Vague definitions such as "the experimental and control
groups are compareble in ability," were used.

Some researchers described their subjects as being of "average
abil":y" when they meant that their sample was unselected. (Perhaps
the brevity of the reports in the published literature due to
editorial policy limited many authors from adequately describing
their samples.) There were no studies, for example, on high SES
students with 1.ow ability. Only three studies showed significant
interaction elfects; one, that low ability students (boys) apparently
achieved higher reading gains when taught by the basal reading method
while high ability boys learned better with the language experience
method; and, another suggested that low ability subjects fared better
using a synthetic phonics method while high ability subjects scored
higher on the post-test when taught by the whole word or letter
cluster approach. One study found that immature first graders
4eeieved significantly higher gains when an individualized reading
readiness approach was used (Spache et al., 1965).

Since most of the research investigations failed to describe the
sample adequately on any of the variables that were the concern of
this project, and these data typically were not included in the ex-
perimental designs, we can only conclude the information on learner
characteristics and methods is sparse at the present time.

Studies not only failed to specify learner characteristics on the
obvious variables, but provided even less information on other learner
eharacteristics such as emotional problems, perceptual difficu'eies,
visual or hearing handicaps, etc.

If further research is designed to answer questions concerning
the relationship between school procedure and achievement in reading
with special groups, researchers should be required to describe their
populations completely, including sex, ethnicity, ability, grade
leVel, relevant physical and emotional factors, as well as to describe
the characteristics of the School and the teachers. Procedures used
and materials used with the students should be specified.

Analyses of the characteristics of effective compensatory education
programs 'suggest directions that future researchers may find profitable
to pursue.
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Surveys of Results of CLooensatory Education Programs

The results of the efforts in the 1950's and 60's to attack
educational failure by providing compensatory education designed
to compensate for deficiencies in a person's learning experience
have been widely criticized as failures. At least, most observers
would agree that the programs have not been demonstrated to have
had widespread and dramatic success despite the billions of dollars
that have been spent on them. McDill, McDill and Sprehe (1969)
describe the research and evaluation studies that have been done on
three of these majol- compensatory education at-_empts: Head Start,
Title I and Upward Bound. In their asseasment of Title I programs
on which over 4 billion dollars was spent between 1963 and 1970 and
475,000 students were involved (the large compensatory education
prograa !al existence), they point out man., *mitations to the
evaluation studies. No control groups were available so that changes
over time were measured by a comparison of pre- and post-test scores.
The reading scores of Title I students did improve at an average
rate approximating the normal ratn for the average child (one month's
improvement for each month of instruction) making this higher than
the expected rate for low-income, central city schools. However,
since the studies suffered from biased samples, noncomparable data
with respect to grade level, different and unequal measures and test
intervals, and lack of control groups with whien to make comparisons,
the results are considered too unreliable to enable conclusions to
be reached.

McDill et al (1969).analyzedeleven local intervention compen
satory education programs-and described the extent ef Success, the
population served, and the Methods employed in'each

In analyzing cost for the various programs theyfound a raage
from (meaning'no additional costs.beyond the usuaI'school expenses)
to $1500 annually per pupil in one pre-school project. Size of the
target population for the variousprograms ranged from over 60,000
students per year to fewer: than 25. Intensity'level of the programs
varied from programs where time segments of the daily schedule were
set adidefor each child -L:o receive Systematiccognitive instruction
while in other programs cognitive material:was not prepented directly
but assumed to be pervasive.

Compatisons made to assess the progress of the evaerimental
groups differ in rigor and sophistication; reports vary from schools
with a Negro population of 10% or less to 90% or more within the
school s3, ;em. Types of treatment vary from total organized programs
to informal tutoring with the aid of homework helpers as tutors and
home visits by the teaching staff.

In another block of studies reviewed by McDilI et al (1969),
15 successful compenaatory programs were studied in an attempt to

r:e
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identify the features that accounted for success. Three criteria were
used in celecting the programs: 1) quality of the research design
and evidence of objective results persisting over time; 2) objectives
differing from those of other programs selected; and 3) accessibility
of programs for site visits. It was concluded from this review that:
objectkres should be clearly defined and systematic procedures in
time schedules for the implementation of plans should be set up;
instruction sbould be individualized through various means such as
one-to-one reIationshipt between teachers and th-a students, tutors,
and conputer assisted instruction; and funds should be allocated at
all maturational levels from pre-Gchool through secoFdary and not
concentrated merely at the pre-school level.

McDil] et al report that the following characteristics most
clearly distinguished successful from unsuccessful compensatory pro-
grams:

a. careful planning and clear statement of academic objectives;
b. small groups and a high degree of indf.vidualization of in-

struction;
c. instruction and materials that were relevat and closely

linked to program objectives;
d. high Intensity of treatmeat; and,
e. teacher training in the methods of the program.

The authors point out: "No public school system in history has
ever been abolished becae it could not teach children to read and
write, yet some compensatnrvprograms, aimed at the very chldren who
will probably be ,/osers inthe regular school programs, could be just
in that:situation. They Are:being asked to sUcceed in less time than
allowed:the regular sdhool system with Minimal scientific evidence
relevant to:the problems of.disadvantaged children and a ladk of
awareness Of the magnitude of this task that confronte them (p. 71)."

Limitations of the auhart Rating. Systmn

Although a number of research articles were judged as "high"
quality and "middle" quality and therefore acceptable for the pur-
poses of this study, few of the st,dies so rated contributed aaything
in the way of answers to the questions to whlch the project is addressed.
The findings indicated "no significant differences" with monotonouv
regularity. Specifically the rating system failed to differentiate
between studies on the following bases:

1) Most of the studies failed to define methods operation-
using only labels--such as meaning emphasis. This

was further compounded by the fact that the same labels
in many instances were applied to vastly different pro-
grams as in the case of responsive environment studies
and individualized instruction.
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2) Many of the studies that ranked high on the Gephart
ratings failed to describe adequately the sample in
terms of learner characteristics such as sex, ability,
SES, and in some instances even grade levels. Almost
none of the studies described teacher characteristics.

3) On the three Gephart scales, undue weight was given
to studies that used appropriate standardized tests.
Researchers using unstandardized measures may not have
had the space in their limited article to describe
adequately the reliability and validity evidence of
the meaeures they used, hence their studies would
automatically be rated lower on this dimension.

4) In studies on methods in schools there are limitations
as to the nature of the population that can be studied.
Usually one studies intact classrooms rather than
random subjects who can be assigned to differential
treatment conditions. Hence many of the studies fell
to attain high ratings on the "adequacy of the pop-
alation sample" scale.

5) Appropriateness of using experimental research methodol-
ogy and statistics for classroom investigations has
recently been questioned by prominent educational
ststisticians and researchers.

In education we eo'not have random populations, for students are
not randomly assigned to schools or school districts. We are presented
with known populations--classes, schools, school districts. Rarely can
we design experiments in which we can truly randomize subjects or
meet the assumptions of traditional experimental statistical methods.
Evaluation involves collecting information in order to make a decision
about the value and utility of a procedure which differs from the ex-
i.lrimental researcher's goal of creating new knowledge. Traditional
use of parametric statistics requires that certain assumptions be met
(i.e., interval measurement, normal distributions, homogeneity of
variance, some variance Lo begin with, etc.) Large initial numbers are
almost always a "must", affecting even the use of non-parametric
statistics such as chi-square and frequently leading us to classify
students into illogic 1 groups.

One could also question the value of mean score differences even
in the rare instances where they were reported to be sig:_ificant.
Teachers do not have average classes nor average students. They do
have some fast learners, some slow learners, some with behavioral and
emotional problems, some with vision and hearing problems, and others.
They may even have a class whose reading achievement ranges over a six
year span depending on the grade level they teach. Even the act of
seeking significant mean score differences between methods does not
make sou4e in this context.
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A major difficulty with the studies that ranked high on the
Gephart model was that few of them defined their variables oper-
ationally. Learner characteristics were rarely specified in any
detail nor were teacher characteristics. Methods were labeled with
descriptive terms, and often the same labels were applied to quite
different methods (e.g., individualized instruction, responsive en-
vironment.) Materials were often cited as "traditional basal
reader approach" with no other information given. Extremely rarely
were descriptions of the sequence of activities or procedures given
and uever were specific teaching strategies defined.

If we are to continue using experimental research methodology
to study reading behavior in the classroom, we are still faced
with the legal and ethical impossibility of conducting the critical
experiment in which children are randomly selected to begin school
at ages 6, 7, and 8, and determining tile conditions under which the
8-year-olds who are deprived of school instruction can reach grade-
level reading performanc - in one year.

Designing experiments that cov.trol on other variables that we
assume affects reading achievement is difficult. All of the studies
assume that a child's readIng growth is a function of what is taught
to him in the reading class hour. Other school and extra-curricular
experiences are assumed to be equivalent for all of the students.

It may be quite appropriate an: simple to control the learning
behavior of rats by witholding food until they emit responses, but it
is a bit more complex to control teacher behavior (even by witholding
salary checks) until she is forced to use a method that some research-
er wants her to test out in the classroom. Therefore, it is almost
impossible to assign methods randomly without the cooperation of the
teachers and if, as in most studies, teachers are permitted to select
the methods they wish to use, one has the problem of equating moti-
vation.

The Gephazt scaling system probably has most value in eliminating
those studies which fail to specify population, the treatment, and
the measures used. However it if; questionable that any scaling method
can at present be designed to identify high quality research on the
basis of a simpll checklist. Ile subjective judgment of qualified
researchers in the field appears, at presents to be the best criterion
available for judging high quality research studies.

Thus, our experience with the Gephart model served to reduce the
number of studies that were reviewed, but did not yield high quality
studies that could costribute the information needed to answer the
charges of ,.,oject. Furthermore, the Gephart rating system did
not help in 4,-iecting high quality surveys, nor in evaluating the
adequacy of materials developed using systems analysis approaches, nor
in evaluating theoretical papers or surveys of the literature.
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Analysis of the Research Literature

The methods used in the selection and detailed critical reading
of a massive body of literature in the field of reading are pre-
sented in Chapter 2. They are briefly reviewed here to indicate the
background for this analysic. First, a 'large number of bibliographic
references were screened by a comittee of experts. Then, graduate
student readers, guided by a review format developed specifically for
the purposes of this project reviewed critically and abstracted the
recommended articles. These abstracted reviews, supplemented by
detailed reading of many basic sources, were used to synthesize and
report on the state-of-the-art in research on methods of reading
instruction. This section of the chapter will include: 1).an ex-
amination of "landmark" reports, from the great number reviewed to
illustrate the two main points of the analysis by reference to
authorities within the field of reading research itself; end,2) a
general discussion of the two major findings to help the USOE in
its further discussion and implementation of the Targeted Research
and Development Program.

The studies here cited are those that have been most influential
in the recent past in shaping and supporting classroom activities in
reading. The intent is to show by use of these studies that certain
problems do exist with regard to interpretation of the past research
on methods of reading instruction.

Jeanne Chall's .1.Iair.A:s to Read: The GreatADebate

Jeanne'Chall's book (1967) is illustrative of the great and grow-
ing synthesis literature that reviews andsummarizes the increasing
massive material on reading instruction. Her:I.,Torkjs widely:recog-
nized and quoted and her:1967 book4s:perhapa the)lest Of its type in
both general demeanor andwillingnessto,risk:reaching:conclUSions and
recommendations inspite otheinchoatenatUre ofavailable:researdh
evidencets appearance:Seemed ta:produCe Or:cOintide wi;40. general
reduction'in the,"heat72ofthe:.debateabOUtbeginning readinginstruc-
tion. Nevertheless, it:hashadjts own Share:of Critict:.whO7debate
the Merits of:.atteMPtinvtecountatudiesforand againstHarris,
1970 75) a "false" diChotOmy -(SpaChe,-1969)

The effect the book has had on popular thinking about beginning
reading instruction is appreciable. To anyone unacquainted with the
realities of research, Chall's report carries the authority of compre-
hensiveness and scientific objectivity in summarization of the relevant
research. Because this book coincidentally supported the use of
systematic phonics when popular opinion had already reached this
"logical" conclusion, its influence and acceptance were enhanced.
The important question of the possible inappropriateness of the
original debate has been overlooked.
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If Jeanne Chall's carefully stated and qualified conclusions
and recammendations, in this this difficult area of investigation
were based on definitive research, they would afford a baseline
appropriate to parts of the tasks of this project. Unfortunately,
they do not, and by a reading of portions of Chall's own work, it
is possible to illustrate the very real problems facing all syn-
thesizers and summarizers of the research on methods of readink
instrUction.

Chall states:

The research in beginning reading has generally been i
adequate in both depth and scope (p. 88).

And if you select judiciously and avoid itterpretations,
you can make research nprove It almost anythinglyou want it to
(p. 87).

Taken as a whole, the research on beginning reading is
shockingly inconclusive (p.88).

I knew before starting that a major problem was how to
read the research.... I would have to look at each study
carefully and to ask such questions as why it was made; how
the author defined "reading"; what methods and materials
were being compared; what ,the size, figei grade level, and
other characteristica Of the papulation Were;how the author
defined reading "SUccess";:what care was taken:to assure
comparability to the groups studied;. and so on....
practically none:of the studies sPecified all these conditions.
Most-did not indicate how-the: experiMental and ControLgroups,
were selected,- how much;tiMe'Was1Allotted to various aspects
of teading'hOWthe'teathers-were'seieCted, whether the
quality'of theteaChing Was-Comparable inThOth groups,: Or even
:whetherthe teacheraf011Owed themethods under StUdy. Even-

'inore:imOortant,vMbst .studid.s'Aldetatizsxt.ttly_AIRLA-
:"Method"-,inVOlveC-bUt inateadmarely, assignecIJAbeIs (e.g."
_pLhonicstingreder to, underStand what:was Meant
(pp. 100-101).

(und4rlining supplied by the present author)

It is apParent that:Chall:tadTPrOposed a deep and scientifiCally
rigoroUs:look'at the existing/LiteratUre for-her purpOSes and found
the IiteratUre wanting in Many fundamentalrespeCtS: Other paragraphs
and coMments in het book atteist to- her Own high critiCal and objective
standarda-for' extracting the"truth" from available research. The
dilemma she faced was the one presented to all synthesizers and sum-
marizercl if too highstarLdards are applied, there is nothing left to
summarize.
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Chall acknowledged this dilemma while commenting on the Durrell
study completed at Boston University (1958). She states:

Although Helen Robinson (1959) is justified in raising
questions about the design of the Boston University
study...most of the questions she raised may be applied
to the bulk of the educational research in existence.
Were we to use the strict methodological criA:eria
Robinson proposes, there would be no-research to sum-
marize (p. 155).

It is interesting to examine the Robinson analysis to see what
things she was asking for before accepting the data and conclusions
of the Durrell investigation of the possible benefits of formal instruc-
tion in letters and sounds. Robinson reports:

No statement is made about the characteristics of each of
these two groups that might make them comparable (p. 421).

(The Linehan)...repart leaves many unanswered questions
concerning the control of factors other than the methods
of teaching (p. 421).

...the effect of the procedure.for selection of teachers
is,an uncontrolled variable (p. 422).

...the differences..AAight-beattributed with equal
confidence to the amount and quality of supervision
provided., insofar- as the information in the report is
concerned (p. 422).

All:the foregOing tests.except-Number 4 Were constructed
e#Pecially for:this.:.study. :While they may beadequate
fok'the purpose, little is known about thetests themselves
And, hoW other-pupilswoulstperform-On thet.The -results
-revealed signilianily:Supaiior:scOres inoral reading;
claSsifying:wordsandparagtaph-meaning tests:-constructed
espeCially:IOrNthiS 4nVeStigatiOn;:While -no SignifiCant
differences' werOunkOn the one:Standardized test or the.
Special teat-of silenteading (p.

:A:Jiumber of othdr,speCific questions or,comments are raisecLby
Robindon inhcr'review'ot:this:-study.- However; her purpose was
".-.-..toshowjthatthe Study).does,not 'supply dependable eviaence to
determine the'value oUthis plan of teaching (p. 426) " Many,would
agree that the cited cdnments raise a reasonable doubt about the inter-
Piretation, of the Durrell study (Robinson, 1959).



Chall, on the other hand, states her resolution of the dilemma in
the following senteuces that Immediately follow her rejection of the
Robinson approach:

The Boston University study seems to me as good as most
studies of its kind, and Durrell's conclusions appear to
be more grounded in the actual findings than is character-
istic of most studies in beginning reading. At any rate,
Durrell's study is only one of many other similar studies,
conducted before and after his, that tend to find the same
thing (p. 155).

Chall feels the Durrell study should be accepted because it tends
to find the same as "many other studies" and they presumably are
supported because the Durrell study found what they did. If the Boston
University study is also as "good as most" of the others and one
accepts any of the Robinson questions as pertinent, it appears that one
must summarize studies with major defects in them if one is to report
anything. Many would not accept this as an adequate conception of the
role of research in forming generalizations. Chall herself, makes
this point:

But the major evidence that a atronger code emphasis at
the beginning produces better results than a weaker One
(one that emphasizes Meaning initially) stems-not from-
"head counting" or "ballot taking" but from my:theoretical
analysis of the probable.courseof development:of reading
skill...(p. 134).

It is not the purpose of the present review to dispute-Chall's
theoreticalqiositiou but to illustrate that there is no such thing
as an objectivesummary .(plus And minusi)oints for-or against a
position) Of theresearch literature. Inherentim any summarization
is thaproblem.of what standardsof quality Are to::be uaed and hew one
interPreta studies that areleas fhan.complete either in:their conduct
or intheirreperting.: EvenwhenHouly ihe-:"best eatablished facts"
are7,4ccepted; any summarTjs-aninterpretationiagainst a stated or
uni;tated baCkgrOUndfabric of;beliefs andthebriea

7he UnfortUnate conaequencesfofHtheChall presentation format,
howeveriyregardleas of her disclaimer tuCked away on Page 134, is to
:giVetheimpression that One Merely ekamines:the 'research literature,
using suitable_standardsand'then the contlusiops appear. -Thie
hapPytateof affairs Might beapprOximated if thereaearch literature
:contained mostlyrigorously-conductedexperimental studies that:had
been adequatelY-reported. It isapparent,AloweVer, by:the material
:quoted from Chall's own work-that such Was:hot:the case in the mid-1960's.
The situation has not changed appreciably since that time.
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Bond and .121Lt111.: Research on First Grade Reading Instruction

The First Grade Reading Studies have been cited as often as Chall
during the recent past by those anxious to be able to support some
reasonable suggestions (many times contradictory to Chall's concepts)
about beginuing reading. The intent has been to buttress these
suggestions with the aura of a firm research or empirical base collected
under rigorous conditions. Unlike Chall's review of other's research,
the work collected and presented by Bond end Dykstra (1967a,b,c),
Dykstra (1968c), Stauffer (1967) and others (cited in those above), is
the .9ctua1 report of 27 individual studies on different variations in
reading Instruction. The original plan was for coordination of these
studies so all researchers would use some identical pre-tests and
post-tests and cover approximately 140 days of instruction and thereby
make possible:

...the exploration of the relative effects on early reading
growth of various approaches to initial reading instruction
under similar experimental conditions (Bond & Dykstra, 1967b,
p. 2).

Because of the manner in which the project was funded, however,
the 27 studies were extxemely diverse and beyond the fact that each
direetor made his clumon data available to the Coordinating Center
every study was self-contained. As individual studies they represent
very well the wide variety of research we reviewed. They may stand
to represent both the problems and opportunities in -.research on methods
during the past decade.

Although most of the studies investigated instructional methodology
in one manner OT another, they did not reflect a continuum of possible
methods or even st all available and recommended programs. Otfier
problems for thL oordinating Center became apparent when the over-all
analyses were tc a made.

A.danalysi was alsoconducted whereby each treatment Within
each-_proje c was coMparedwith each:of the other-treatments
inall the other4rojects-tremendous projeCtAifferences

AA-1 achievement eyenafter teacherand pupil characteristics
had:been eontrolledi.statisticallyoupled with 'incomplete
replication of_treatments within projects-, made this.method
of analysis questionable .(p.

,StatistiCal cOntrol of initial differenceswould be a-qUestionable
procedure in, many circumstancesi:-but even after this wee done It was
not possible to equate the groups from the various studies. This
should not be surprising because the original study groups were not
randomly selected from A defined population of firat grade groups but,
intead, Were the ones selected bY the individual:projeCt directors
in their own Areas. As a result of this and other departures from
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requirements of experimental design, the proper approach to the First
Grade Studies (and by implication to all other studies of methods re-
viewed) is that presented by Stauffer in the International Reading
Association's reprint from The Reading Teacher (1967):

What conclusions can and cannot be made about the twenty-
seven studies reported herein? Because of the many variables
which were not uniformly controlled in the separate studies,
the studies should not be compared to see which ones were
most productive. Wide variation was found among the teachers
involved...

No one method should be compared with another because the
methods were-not sharply and clearly different. For example,
all methods included instruction in phonics of one kind or
another, the alphabet, writing experiences, comprehension,
and so on. Methods that were given the same label were not
always the, same...

Reading instruction time could not be defined acceptably....
Much effort was devoted to an attempt to define reading
instructional time at the Coordinating Center meetings,
but to no avail...

The tests used to measure readiness, intelligence and
achievement were not adequate. A careful reading of the
reviews for some f these tests in Butes' Mental Measure-
ments Yearbook will support this View...

In short, any attempt to compare method with method or
study with atudy could produce gross misunderstandings and
false conclusions...

It is unfortunate, that because of governmental policies the
plan for the first grade studies was not carried out as it
Was originally designed., The original propoSal waS prepared
ITMembera:Of theAqational ConferenCeoh Research-inEnglish.

:They outlined a paradigM of influences-on first:grade
reading instruttion. it was proposed that centers be estab-
ligied.:totestdifferent::thethods, uniform control be carefully
policed, and reSults be analyzed:and uniformly:prepared by
a cOordinating center (Stauffer, 1967, p.

Sipay(1968) alsoAlas detailed cautions in the interpretation of
the First Grade Studies which support Stauffer's'analysis. Nevertheless,
the most commonly discussed conclusions of the First ,Grade Studies are
those based upon an atteMpt to evaluate what they mean in total.
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Wittick (1968), for instance, quotes four observations by Bond from
that study:

1) There is no one method that is so outstanding that
it should be used to the exclusion of the others.

2) The effectiveness of any one approach appears to be
increased when it is broadened by addition of other
instructional components. For example, a basic pro-
gram's effectiveness is increased when writing
experiences are added, or a phonetic approach appears
to profit from the addition of audio and visual
instructional aids, etc.

3) Specific approaches to first grade reading instruction
appeared to increase children's achievement in certain
instructional outcomes but are weak in other outcomes.
Another method may develop different patterns of
growth. This observation gives hope to the possibility
that we may find combinations of approaches that will
encourage over-all balanced reading growth.

4) As would be expected, there was greater variation
between teachers within fhe methods than there was
between the methods. This again points up the
Importance of the teacher's role in learning (pp. 125 30).

The important question for outpurposes must be: How was Bond
able to reach these'conclusiOns based upon:the reports of the twenty-
seven studies? If, as:Stauffer_has pointed out, any attempt to
compare method with.-method is not justified, then how canone con-
clude that no method is outstanding? If reading instructional time
is nottontrolled, howcan one decide that adding components is not
'just addingadditional practice? If themeasurements used are not
adequsteihow is it:possible to distinguish:differential outcomes
frow-inadequate teeting? 'IfAIon-randoialy selettedgroups differ at

-',theend of instructionihow:i4.itpossible to:attribute'that to:
differencesHin teachere rather than to differenceain groups?;

Sipay (198) has stated:

-There Is always:thedangerof accepting without question ,

the findinge ofany:pUblished-study.:However, the
temptationto do so.may'be increased whenanumber of
studies were conducted cooperatively and sponsored by
the USOE (p. 10).
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Bliesmer and Yarborough: A Comparison of Ten Different Beginning

Reading Programs in First Grade

The Bliesmer and Yarborough report (1965) which has received

national attention may be examined to illustrate two important as-

pects of research on reading. The first is easily stated. The

only readily available report of ':heir work is published in the

Phi Delta Kappan magazine, which is an educational leadership publi-

cation rather than a scientific journal. That is, the purpose of

the magazine is not archival retention of scientific reports but,

properly, presentation of a variety of information for the pro-

fessional educator. Since the purpose of the Kappan is general it

does not require and probably would not print the usual needed

descTiption of methods, statistical analyses, and procedures essential

for interpretation of experimental evidence.

In the case of the Bliesmer and Yarborough article more than the

usual amount of statistical and procedural material was printed but

without approaching the detail that an archival publication would

have obtained. This line of thought will be more fully developed in

the state-of-th,--art analysis presented later. For the moment, the

report as written will be discussed in the context of the problems of

definition of methods for reading instructional research.

What is a Method of Reading Instruction?

As a general definition one might accept identification of method

with materials. That is, a method of reading instruction is a

systematic collection of instructional materials, equipAent, and/or

recommended activities for teachers to use in developing reading

achievement in learners. Unfortunately, although this definition is

clear, it is too simple.

That definition is too simple because method refers not only to

the materials and 'teachers' manuals but the exact usage of these as

a part of a comprehensive instructional activity. A method of reading

instruction in this larger definition is the sum total of all of the

materials and actions of the teacher in a specific instructional

situation.

Thus, under this latter conception, as many methods of reading

instruction may exist as are created by the interaction of particular

children with a particular teacher. The teacher, in essence, must

invent a reading method for every child in her class every year.

Sueh a particularized definition, however, is of more value in

philosophical discourse and attitudinal training than as a guide for

the seardh for new knowledge. It is a.hecessary assumption of scien-

tific activity that particulars can be successfully grouped into more

general categories. Under this assumption many researchers have
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asked: are there ways to group all these millions of particular
"Inethods" under certain labels?

Historically, researchers on methods of reading instruction
have taken the position that certain groupings are possible. The-
literature speaks with assurance about "the basal reader method,"
"the language experience method," "the phonic method," "the look-
say method" and so on. Bliesmer and Yarborough (1965) go one step
further and perceive similarities among these groupings and speak .

as follows:

The ten approaches studied differed in numerous ways,
such as in suggested teaching materials, instructional
techniques, order in which types of word or sound elements
were introduced, and administrative procedures (e.g. grouping
practices). Nevertheless, analysis of the approaches re-
vealed two basic underlying psychological-pedagogical theories
represented among them: 1) Five programs were based upon the
belief that the child should be taught whole words and then,
through various analytic techniques, recognition of letters
and the sounds they represent (hereafter referred to as the
analytic method); 2) Five approaches were based upon the
belief that the child should be taught to synthesize word
elements learned into whole words (hereafter referred to as
the synthetic method) (p. 500).

If the Bliesmer and Yarborough analysis is correct, any research
that compared two or more methods from only one category of approaches
would have been comparing similar things essentially with only
inconsequential differences to be expected. For instance, we would
expect a comparison of the following four methods identified as
analytic by Bliesmer and Yarborough to yield no significant differences
among them.

(AM)=ABC Betts Basic Readers (1963), American Book Company;

(SC)=The New Basic Readers: Sixties Edition (1962), Scott
Foresman;.

(IS)=An individualized approach supplemented with Reading
Laboratory Ia and Reading Laboratory I: Word Games,
published by Science Research Associates;

(GI)=The Ginn Basic Readers, Revised (1959).
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Table I. ADJUST2D 2MEAN CRITERION SCORES, AND DIFFERENCES AMONG MEANS,

OF VARIOUS TREATMENT GROUPS

Pro9 ram
Groups"-
(I IC11

Adjusted
MeonSceres"*

DIFFERENCES AMONG FROGRAM GROUP

Li SI

WR
PM
VO
SP
WS

1.89
1.81
2.47
2.48
2.58

-0.21
-0.17

0.30
0.17

-0.06

-0.07
-0.12

0.54"
0.23

-0.09

IN
MEANS

0.19 0.08 0.22*
-0.11 -0.06
-0.10 0.54*

0.35* 0.64*
0.43 0.56"

2.10
1.98
2.17
2.31
2.64

0.14
0.05
0.24
0.06

-0.03

0.40'
0.36

-0.40*
0.18
0.49*

0.29*
3.11
0.24
0.47*
0.62*

WR
(SI) PM

VO
0 SF'

WS

1.96
1.93
1.93
2.25
2.67

WR 1.70
(EC) PM 1.92e vo

I..' SP
WS

2.57
2.13
2.15

y two
synthetics
that do not
differ,

0.26"
0.01

-0.64*
0.12
0.52*

0.15
0-06
0.00
0.41*
0.65'

I -0.03
I 0.58*

0.74
I 0.72"

1

0.27°
0.21
0.67'
0.82"
0.71°

0.43"
0.31".
0.28
0.57*
0.78"

0.48'
0.38"
0.37'
0.65"
0.77"

0.29"
0.26"

0.51*
0.81*

0.34*
0.33"
0.13
0.59"
0.80*

0.11 I
0.05 l
0.64*
0.29 1

0.13

0.03
0.06
0.68'
0.39*
0.29

0.08
0.32*
0.77"
0.47"
0.28

WR
(MC) PM

vo
SP
WS

1.81 .

1.67 no significant difference
1.93
1.64

here between MC and IN e

1

2. __02 a synthetic and an analytic- .

0.19
0.27'
0.13
0.16
0.15

Of AM SC

0.43*
0.19
0.51"
1.104
0.95"

0.33"
0.39*
0.72*
1.01*
0.83"

0.44*
0.28*
0.67*
0.87*
1.11*

0.64" 0.54* 0.65*
0.36" 0.56* 0.45*
0.21 0:42* 0.37*
0.93' 0.84* 0.70*
1.01* 0.69' 1-17*

0.50* 0.40" 0.51*
0.31* 0.51* 0.40*

-0.03 0.18 0.13
0.87" 0.78* 0.64*
1.04" 0.92* 1.20'

0.24* 0.14 0.25*
0.30* 0.50* 0.39*
0.61* 0.82* 0.77*
0.75* 0.66* 0.52'
0.52" 0,40 0.68*

0.35' 0.25* 0.36*
0.25* 0.45* 0.34*

-0.03 0.18 0.13
0.46* 0.37' 0.23
0.39 0.27 0.55*

(IN) PM 1.114

/ SP

1

WR 1.67

4 V°
1.89
1.14

IN analytic differs from

WS 1.06
all other analytics in at.
least one aspect

WR
(IS) PM

A v°SP

1.67
1.60
1.80
1.66

WS 1.87

WR
(GI) PM

AV°SP
WS

1.46
1.62
1.96
1.38.
1.63

0.27 0.13
0.11 0.39

0.16 0.06 0.17
-0.02 0.18 0.07

no significant
0.16 0.05 0.00

,
-

differences here 1111111g....

0.28 0.19 0.05

.
0.24 0.12 0.40

among an c -0.10 0.01

approaches 0.20 0.09
0.21 0.16

-0.09 -0.23
-0.12 0.16

WR
(AM) PM

VO
A SP

WS

1.56
1.42
1,75
1.47
1.75

0.11
-0.11
-0.05
-0.14

0.28

WR
(SC) PM

vo
A SP

WS

1.45
1.53
1.80
1.61
1.47

"110: Houghton Mifflin
LI: Lippincott

Singer
ECI Ecisoomy
MC: McGruw.Hill
64: lndiyidtiiiliiiTri Gi,70e1;l1"--
IS: Individualized Supplemented
CI: Ginn
AM: AMerican
SC: Scott. Foresnson

synthetic

Ft in analytic

Significant at .01 level. PosiIivi, differences favor prog7curs
at left.

*Stanford Achievement Test Scores (Grodo (quiv.)
Wk: Word Reading
PM: Paragraph Meaning
VO: Vocabulary
SP: Spelling
WS: Word Study Skills
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As expected, in their study there were no significant differences
found among these four curricula within the analytic approaCh. (See
Table I from page 503 of the study.1) Hawever, a fifth approach,
described as:

(IN)=A completely individualized or personalized approach
in which many different books were used but no specific
set of commercially prepared books or materials was
followed

which also had been classified by them as analytic did differ signifi-
cantly from each of the other four in at least one comparison that the
authors reported.

What does this mean? Is this a slightly different variation-of
the analytic method that does have same distinctive characteristics?
Or is:it perhaps more related to the group of synthetic methods where
it did not differ significantly from an approach entitled, (MC)=Pro-
grammed Reading. (1963), Webster Division, MCGraw-Hill?

Of course, the (HC)=Pragrammed Readina'approach differed signifi-
cantly from all its own colleagues in the synthetic group, so perhaps
Programmed Reading is actually a member af the analytic group related
through the completely_individUalized approach. :As a matter pf facts
significeot_differences among Members of the.svnthetic method are:
numerousTable-Ijrom the BliesMerand Yarboroughreport is found
orkthe:preceedinvpage, Examination of the:significant differences
reported indiPates th4i, atj7 out:of the 50 comparative points,' the
'Synthetic Methods:differ fram each otherr. Within the analytic group
the 0 outaf 30 significant:differences .7.teported are all from the
.completelijridividtialized approach mentioned earlier.

'The'conclusion ofaome obaetvers would be that the broad
categories arrapproachea-proposed bY,the researchers have not been
demonstr4tWtP. actually.existae :separable: entities.. If entities 'are

yto_be: more grouping, then they
must_jiat diffet-:significantlyjromotherMembers ofthecategory,"
particUlarlyanthe yeryAifferences4hataxe:the:main:condern.of
the:investigationteadingachieyement differences IftheHapproaches

dLferences forin4l?Ptween
thenidoesnat:makesense.

.The BliesMerand:YarbdrOugh:-repOrt has betefl widely cited as
important evidence Of the Value:of the Synthetic methods :of reading
instruction. To assert that contribution,_however, a.more adequate
deMonatration of the existence of Such a distinction is needed. Broad

17Tab1e:I- heabeer: reproduCed'es'Orinted With Certain explanatory
notation$ tO' Clarify the-presentation f011oWing.



132

discussions that speak of an "analytic" nethod, or a "synthetic"
method, or an "eclectic" method and so forth tend to be too vague
to be useful as definitions, unless supported by empirical evidence
that a meaningful distinction can be made.

Discussion

Several trends or dimensions of the problems of extracting what
is known about different methods of reading instruction from the
present research literature are contained in the illustrative mate-
rials just presented. Many other specific studies could have been
presented and instance after instance of difficulties with individual
studies could have been outlined. As Feldman (1971) has pointed out
in discussing the difficulties of reviewing and criticizing the work
of others, "No study in the behavioral sciences is totally perfect,
definitive, and complete (p. 96)." The problem, of course, in every
instance is to decide what it is that can be said now that will make
the effort of others and one's awn efforts worthwhile in advancing
the state-of-the-art. In the present review it has seemed over-
whelmingly clear that the opportunity for a redirection and rededication
of research on methods of reading instruction is the most important
finding that could be described.

The Targeted Research and Development Program on Reading (Penney
and Hjelm, 1970) reports the history of the USOE's support of reading
research from 1957-1968 and indicates that projects "to study and
compare approaches to the teaching of reading" comprised approximately
44% of the projects supported during that period. A staff study,
supplemented by outside consultative advice, recammended the appli-
cation of a systematic research planning technique (Convergence
Technique) similar to that utilized by the National Cancer InstLtute
in any future program of basic research and thelry-building for
reading.

The:intentof the recommendation.,Was ta make mare Orderly the
acCUmulation of:knowledge.:abOut reading'.instruttionen&toprovide a
nechaniSM for feedingSOch knowledge inta'Solution-orientedjitOgrams.
Gephartj1970Whaadetailed hoWanch'SYSteMatic'researchplanning:
Might-beused-by the TrSOEHAs aPOrtion of 'theA.mpleMentatiOn of the
new:research PlanningtechniqUe',' Gephart'anclhis adVisoraredammended
an immediateanalyais of the'contents of the existingteseatch,'
literature and preparation of State7of!..the-art syntheses. This
recoMmendatiOnWasacCepted and:three major projects'were funded..

It is not known what eXpectations Gephart and the others may
' have had for the contents of the reporta being generated Under the

projects of the Targeted:Research and Development Mcogram., It is
clear, however, that research ,ip always shaped by tf:44: st.Ated or
unstated:asSumptiona Of those,cOndUcting it Therefore, some of
the background assumptions that guided this particUlat review of the
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literature and which may help to clarify the recoMmendations being
made are briefly presented below.

Mbst would accept as a definition of methods of reading instruc-
tion a half of a dozen or a dozen different labels or approaches that
have been widely discussed. A phonics approach, a basal -reader
approach, an initial teaching alphabet approadh, and so on would be
offered as examples of methods. (Evan at this level i.t.a. proponents
would take exception to identification of the initial teaching alpha-
bet as a method when they consider it only a simplification of the
orthography of the language that children are attempting to learn to
read.) But on the whole we would expect that we could talk with
others about such methods of reading instruction ahd be understood.

Why then must objections be raised to this kind of definition
and level of discourse when the.task is to report what the relevant
research literature tells us about certain methods?

The common failing of definitions at this level of generalization
is their lack of enough specificity. Without the specification of
attributes of these glooal methods on a number of particular dimensions,
it is not possible to conduct an interpretable search for knowledge.
The outcome of the search for knowledge is to be a description of the
differential effects of various different methods on different learners.
Without an adequate description of the differences among "methods" being
tested9 the search for knowledge-is already doomed to uninterpretability
or misinterpretation.

The Solution is-to take seriously the implicationa of some agreed
uponanalysisof'reading'..behavior. There are:major goala of reading
instruction to be accomplished:Overlong peribdeOf tiMe; these..
majoripals dan: be Studied in segments that are timebound and definite;
the-4t4die6::ShOuldbaCOnsidered as inveatigationsOfprocedUres to
accomplish_theMplor goals

All statements of procedures to accomplish ,he T ior goals must
s,pecify,''as' a minimum; threevariations in methoa Amaarent in any-.,

'proCedure: These-_are:

1).:' the' sequencing of the exact'elements'presented;
2) the type and-amount ofrpradtice trials ior each aspect

pf the presentation; and
) the total time,devoted to-the procedure under study.

When more than one procedure is under atudy, all procedures must
be specified in comparable detail. Once .sclarge-number of relevant
StudiesOlave been aCcomplished with such.specifiedAetail it may be
possible to once again return to-more glbbal-:"methOds" research.
HopefUlly,-such'research: will not be necessary becauSe so,much will
be-well'establiShed that general statemeritsi will be suppbrted by
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specifics. It is also possible (and probable) that alternative 7ro-
cedures will work for various portions of the total instructional
act. In that case the description of the total "method" will include
various acceptable alternative procedures at several points in the
entire development from beginning reader to independent reader.

Many would agree, without much discussion, that the United States
has a reading problem because not everyone leaving our schools has
the skills and the desire to read to the full limits of his capability.
(See Chapter 3 of this report for an attempt to docume . the national

reading "problem.")

The crucial question, of course, is: do we have adequate
instructional methods in the area of reading?

This question, however, cannot be answered by reference only to
adequate empirical investigations considered in the light of reason-
able social objectives and expenditures. It is both a scientific

question and a political-social value question. If we are willing to
make massive expenditures of time and money solely for the purpose
of insuring that every citizen can read to the limits of his capabilr-

ities, there is little question that wu can succeed. (Read Seagoe's

1964 account of the reading and writing education of a mongoloid
child by wealthy parents if you doubt the assertion.) Usually,

however, the question of adequate instructional methods is posed in

the context of continued mass education at minimum ez,.penditures per

pupil.

Given the political-social context of how can we get by as
cheaply as possible in educating our citizens, what is the empirical

evidence about methods of reading instruction?

The intention of this review was to answer these questions by

reference to adequate investigations already existing. It was

recognized that if more complete answers to provide information for

decision making was re--4-qd .f.ditional studies wuuld be designed and

carried out. Unfort ly, conclusion is that the present

literature on methods of reading instruction cannot be used, except

in special circumstances, to justify decisions involving millions of

children and, possibly, if adequately funded education becomes a

national priority, billions of dollars.

It was possible to review the existing research literature to

provide a reasonable outline of a new program of research and develop-

ment in the axea of reading that will change the present situation and

make it possible for future decisions to be more completely knowledge

based. One of the most worthwhile results of this review may be to

increase awareness among us that assertions of knowledge about any

aspect of human behavior are, at best, opinions based on personal
experience, tradition ard e.ortrrmi mythology; hopes, and far less
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often, empirically valid facts. Advocates of particular policies who
imply they have more rigorous knowledge base than this should be
asked to produce it so all may benefit from it.

Most of us When we demand, "what is known about this subject?"
expect a ready answer, plainly stated in language and terms that
we can understand, and preferably condensed to a reasonable sized
package. As nice as an easy and clear answer would be it is often
difficult to provide when the basic knowledge is unclear and frag-
mented.

Research on methods of reading instruction has suffered from the
attempt to conduct research and report results without sufficient
attention to such details of reporting as are suggested by the Gephart
model. Consequently, the existing literature is not particularly
useful or interpretable. One-of the most serious defects from a
scientific research point of view has been the continued attempts to
study variations in instructional treatments without specifying or
controlling what actually occurs. Definitions of methods that are
useful and avoceptable for general discourse have been utilized in
investigations, sometimes involving substantial time and effort. Yet
everyone knows that the classroom teacher actually decides what she
will do in a particular situation. Because teachers deal with a wide
range of individual differences and particularized situations, it is
inevitable that their decisions become the operational definition of
what a "method" actually is. It is equally inevitable that these
numerous, clay-to-day decisions tend to average out to a "style" or
teacher variable that is far more pervasive than any label attached
by the investigator. Thus, the numerous decisions of the teacher
create a "method" in response to what actually, occurs with particular
children, del-to-day.

Regnrdlets Of:the Convenience of labels, empirical investigations
that'use:Ajabel and then do not monitor whatactually'occurs in the
classroomcannotbeinterpreted:':Teachersjntrainingare,not generally
taught a specific:method :Or:eventeveral tpecific.methodt. :(See

Chaiter 5:ofthis'rep.Ortfora detcription of:training requirements
for teadhers.).::In,qtead:they:are-eXposed to goals and objectiVes for
reading inetruction', tOMeComPonentprocesses for producing learning,
and baCkgroundmaterialSOn child grOwth and development related to
reading::(Kies1970)Thut,''the teacher given a set of materials and
zybrief introdOctiOntoa."new" methodit:still,::e0sentially, a free
agent7-4 trained person whi:Otnistiwithin individual limitations of time
andenergY,"Create" a Method.anew each day=with a particular group of

this ',''creation" ip not monitored, the investigator has
nO firm idea of what theAnstructional procedures actually:used were
'once the doorwas Clotedand the teaching began:.

RepOrtt of such inVestigations would be difficult or impossible
to interprandtOmmarize.from this single defect alone, but a second
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difficulty of making knowledge statements from the existing literature

also uss apparent. Specifically, the archival record of most investi-
gations is so sketchy and popularly reported that it is impossible to

establish what facts were actually uncovered, the conditions under

which they were obtained, or the reliability or validity of the infor-

mation. This means, in effect, that regardless of the quality of the

research actually conducted, the only surviving and accessible report

that can be found with reasonable diligence is one that does not
contain sufficient information so the reader can judge for himself

the quality of the information. Obviously, there is a difficult de-
cision here about what, of all of the possible items to include in a

report, are the essential elements. But scientists in general have

long agreed that an adequate archival report should describe the design

of the research, the measurement devices used, the treatments or condi-

tions being studied in sufficient detail so others might repeat or

extend the investigation, and the logic of the inferential chain being

used to reach the author's conclusions.

No hard and fast rules can be laid down. The goal of scientific
reporting should be communication so that others may challenge or add

to the facts discovered by the investigator. The only_accessibi

report of muCh of the research on methods of reading instruction is

found in magazine type publications that, properly, do not see them-

selves as providing archival review or retention. The author for
'these publications is requested and often forced to present only a

sketchy outline Of what was-done with much more emphasis on conclusions

and implications. The readers of these journals are not expected to
challenge or add to the body'of research.

Actually, no solid evidence or web of partial evidence exists at

the present time that could restrict the teaching of a reasonably

inforMed alert teacher of reading at any level. There are certain
seemingly lOgiCal approaches and bits and pieces of information that

might aid-inAeciding betWeen certain aspects of prodedures proposed,

but literatUre exists. eithetfor or against almost any 7method that

hasheen actUaIlY used or proposed in the laSt:decade. If one has to

:talce a poSitiOn'Ondteachers obviously:de everyday of schoolY, it is

safe tO-say that:H

All methods of reading instruction.instruet some children
'(prObablythe-sameones) well and do not,sticceed with some
small pOrtion of others that have been studied.

The national reading problem is not that Massive numbers of

students cannot read in the sense of not knowing the grapheme-

phoneme correspondences but in the fact that many persons do

not wish to readfor pleasure or information ancldo not

comprehend either written or oral messages well.
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In effect, 'U._ national reading problem might just as easily
be called the national thinking or comprehension problem and
the schools are only minutely responsible for the fact that
massive numbers of our citizens are, essentially, not inclined
to develop or maintain reading and comprehension skills
necessary for their own self-selected goals and life space.

It may appear to many that the review of over 800 articles on
reading methods and materials selected as pevcinent to the specific
conce:- and questions of this project ought .o yield more information.
As a n ter of fact, it has been a constant c acern that such an
extensive, time-consuming, and detailed eff o.,:.. should yield only a
little information. What standards should 1.%- I:I:plied was asked often.

However, to take seriously the charge to take a critical look at
the literature relevant to the important quesl.inns of this study was
to be unable to reduce the standards. Criticism is, unfortunately,
judgment according to a standard. If the standards were too h:Lgh, it
was because they are the accepted standards of conduct and reporting
of research that science has found nacessary over the years in
utilizing the reports of its practitioners. These standards actually
are flexible and vary from field to field. Now, however, is the time
to refocus the research effort in reading research.

It is time to raise the standards of reporting and conducting
readir4 research becEWse it is impossible tO know what trust to
put in an incomplete research report a Study done with no controls,
a sto-ement of conclusions unsupported with reported and clearly
intg.ciretable data.

There is nothing wrong with incomp2Lete, small, an&partial studies
where only the eXPerimenter Can.adequately (and,clinicallY) interpret
the results These studies help:to shalje opinion.and better define
future studies. Those studies selected for archival publication and,
therefore', as*ssibli additions to thL knowledge base mixer:. be of
largervlaion, howe"e L. y Aost meet the gtaiidarfis thatallaw
confidenCe in the discovered facts, independent of the interpretation
the author'givestethose facts, or any slant a reviewer gives to thlose
facta. What iS required is a reporting that will make it possible Eor
anyone to jUdge the adequacy of the information.

.13aSieally.,:thetesearch-effort on methods of reading instruction
can,and'shouI:e restruCturdd 'in order toprOvide reliable knoWLedge
in accessible, scientific journals and book length presentations, Yt
:is clear that the present body of literature is too incomplete, toa
fragmented, and too often conductedand reported an too general a Level
to be very Useful. The effort to understand what was actually done in
most Of the studies reviewed--was disproportionate to the yield obtained.

ii 4
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CHAPTER V

NATURE AND EXTENT OF CURRENT PRACTICES
IN EDUCATING THOSE WHO TEACH READING

It has -.)een suggested that the level of readirs competence of
the nation's population is in part a result of the formal educa-
tion provided to teachers of that population. While it is recog-
nized that the structure, government, facilities, services and ma-
terials of the schools are important components of the educational
program, the attitudes, knowledges and skills of the teacher are
commonly perceived as the most significant factnrs in the effec-
tiveness of the instruction. This search of the literature was
proposed to determine whether the explicit characteristics of cur-
rent practices in preparing those who teach reading could be iden-
tified, and whether these characteristics could be related to the
reading ability of the student population.

James B. Conant, in his The Education of American Teachers,
observed that the subject of tsacher education is not only hignly
controversial but also exceedingly complicated (1963). The re-
quirements and programs for teacher education are the product of
an extremely complex system of institutions and people. Although
the details of the system vary from.locality to locality, the
practices of teacher education which deal with reading instruction
seem to result from the interaction of the following elements:

1) state legislation, education cndes and administrative
policies related to reading instruction;

2) state certification boards' translation oS 1edis1otive
directiv(-9 4,1t teacher preparation requirements;

3) ,.eache'r ion 1:2stitutions' program requirements
for graduation and certification;

40 requirements of local "boards of education for meeting
state and local recnirements;

5) local school goverment operating to meet the state,
district and local §mhool requirements for reading
instruction.

The elements of this systqm are affected, in addition, by a
variety of informal inputsffram professilonal educators' organiza-
tions, technological develqmments, social organizations of the
citizenry, etc.

The five formally constimuted elements of the system suggest
a consistent sequential tramslation of the concern for adequate
preparation of teachers of 2:2regding instruction by state formal
standards of certification]ar.d by the requirements of educational
institutions, local educati=nal agencies and local schools. How-
ever, variation in translatLon and implementation of these



educational concerns has brought attendant variation in the prac-
tices both within and among institutions who prepare and certify
those who teach reading.

This survey of the published literature is concerned with
the following questions:

1) What are the (state) certification requirements for
the preparation of teachers of reading in the 50 states
and the District of Columbia?

2) What are the educational requirements for the instruc-
tion of reading by those four year institutions which
prepare at least 100 elementary teachers every year?

3) What are the certification categories and requirements
for the preparation of reading specialists?

4) What methods of teacher preparation are employed by
educational institutions to meet the certification re-
quirements of teachers and specialists in reading in-
struction?

5) What pre- and inservice education for teachers or
specialists in reading is provided or required by local
educational agencies?

6) What evidence exists that there are relationships be-
tween teachers' preparations, how teachers teach, and
how their students achieve in reading?

The-certification and educationof areHtopics
which have stimulated extensive Writing throughout the history
of American education. Literaturehas provided,a large-array of
discussion of practices in specific regions,er:institutions, At
the same time, there have been relatiVely few attempts to summa-
riae practiCea'inall statesancLteaCheredUcation institutions.
The mostcompreherisivestudies,arethosebyConant and the.. --
Harvar&-Carnegie studies .(Conant, 1963; AuStirt:anVMorrison,
1961;-leastin and Morrison, 1963), These studies suggest how those
who:wereteachingjpLth96Wshadbeeneducated inthe1950,'s.
Thia survey;:hasbeen,concerned withtheeduCation provided in the
1960'sforthoseWho will teeth:reading in.:the 1970'6 'anciLbe0Och'

?Jheprimary:purposeof: this eummariaation of . the.published
literature,.isto determine Whetherdecumentedevidence'exists to
answer the qUestions about the nature, extent, and effects of.
teacher education. For the consideration of rationale and in-
tent of differentapproaches to teacher educationand certifica-
tion, the reader,is:encOuraged to consult other sources, such as
the 67th Yearbook of the National Society for the Study of gdu-
cation', Innovation and Change in Rea44 Instruction (Robinson,
/968).
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State Educaticn Code Directives for the Teaching of clig.

A state education code contains the statutes the state leg-
islature has passed which provide for the es.tablishment, govern-
ment, maintenance, and operation of the public schools. Although
these laws are collected in one or several volumes, they are the
products of many years of piecemeal legislatior. No state educa-
tion code should be viewed as an integrated, comprehensive set of
rules. However, the state education code is the basic document
which contains the statutory provisions for the administration of
the schools. These statutory provisions are viewed as having di-
rect or indirect effects on the complex systems of institutions
and people that comprise the formal system of public education,

A review of the state education codes was made to determine
the nature and extent of statutory provision for the teaching of
reading. The review was specifically concerned with arswering
such questions as:

1) Do legislative statutes require that reading be taught
in the public schools? If so, what is the date of the
most recent legislation?

2) Do the statutes specify content and materials for use
in the teaching of reading?

3) Are specific methods mandated for the teaching of
reading, or any subjects?

4) Are time requirements specified for reading instruc-
tion?

5) Do the statutes specify the requirements for those
who teach reading?

A. summary of this review of the education codes pertaining
to these topics of program, materials, methods, time and person-

nel is presented below.

State Statutes regarding course of Study and programs of

reading iustruction. The review of the state education codes re-
vealed that all states have given broad powers to state-created
boards or departments of education. The section of the state code
dealing with the courae of study commonly reads, "The state board
of education-shall determine the course of study for all common
schools.

There are 12 states that specify no course requirements and
leave the determination of the course of study entirely to the
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state board of education. These 12 states are:

Alaska
Colorado
Delaware
District of Columbia
Florida
Maryland

Michiccan
Minnesota
New Hampshire
New Jersey
New Mexico
Wyoming

Sixteen states have statutes requiring specific subjects, but
they do not include reading. Inc1.2ded in the statutes of these
states are such subjects as citizenship, safety, morals, tree-
planting, accident prevention, thrift, kindness to dumb animals,
patriotic exercises, the evils of narcotics and alcohol, etc. The
16 states having such specific course requirements but making no
legislative mention of reading are:

Arizona
Arkansas
Idaho
Illinois
Louisiana
Missouri
Maine
Nevada

North Carolina
Oregon
Rhode Island
South Dakota
Texas
-Utah
Vermont
West'Virginia
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Twenty-three states have legislation requiring that reading be
be taught in the schools. The states with such education code re-
quirements are liated, with the date of the most recent enactment
concerning reading.

Alabama
California
Connecticut
Georgia
Hawaii
Indiana
Iowa
Kansas
Kentizcky
Massachusetts
Mississippi
Montana

1927'
1968'

.

1959'

1943-
1965;
1931-
1924
1945

1952
1962'

1942
-1937'"

Nebraska
New York
North..Dakota
Ohio
Oklahoma
PennsYlvania
SoUth'Carolina
Tennessee -
Virginia
Washington-
Wisconsin .

1953
1947
1943
1955
1949
/949
1952
1925
1928
1969
1963

In the laet ten years, five states have passed legislation
that specifieclreading-aSia:required content for instruction. In

the precedingten yearsive other states enacted auChlegisla"
tion, with the reMainingl.3 states having enactments dating.back
as fat as 1924.

14
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The overlapping representation of the geographical, urban-
rural and population characteristics of these three categories of
state code requirements for programs does not suggest any defini-
tive conclusions regarding regional or urban-rural differences.

Instructional uaterial requirements. No state code speci-
fied the textbooks or other materials required for reading in-
struction. A common method for selecting textbooks was through
the creation of a state textbook committee or commission which
might designate one, two, or a list of texts that might be used
by the schools.

Sixteen states require either uniform statewide adoption of
textbooks or exercise some other ultimate control over their
selection. These states are:

Alabama Kansas
Alaska Louisiana
Arkansas Maine
California Nevada
District of Columbia New Hampshire

Florida South Carolina
Idaho Utel
Iowa Virginia

The following 18 states depend on strioLly local adoption,
with no state supervision:

Arizona North Dakota
Illinois Ohio

Maryland 'Pennsylvania

MassachuSetts Rhode ISland
MiChigan SoUtakota
:Minneeota Vermont,:

'140ntana Washington
Nebraska WisConsin
New-York 1,1yoming

Thirteen states direct the state board of education to provide
local:districts witka-list of acceOtabe books from which,eadh dis7
trict makes ita selection. These states arel'

Connecticut
Delaware
Georgia
Indiana:

Kentucky

1440403iptoi
New Mexico

North:Carolina
Oklahoma
Oregon
Tennessee
Texae
West Virginia



Three states make special provision for reading textbooks.
Indiana requires that a primer must be included in the reading
texts. Both Mississippi and North Carolina require that two
books be used to teach elementary school reading. All three
states use a multiple listing of acceptable books from which the

local adoption is made.

The education codes for Colorado, Hawaii, Missouri and
New Jersey contained no statute making reference to required use
of instruccional materials.

Time and methods for instruction. None of the state educa-
tion codes contained statutes requiring particular methods for

teaching reading. Only three states, Kansas, Michigan and North
Carolina, had statements in their codes directing the state board
of education to determine and recommend the proper methods of in-

struction for the schools in the state. In the majority of states
the legislation contained in the education codes does not pre-
scribe or require the means and methods by which the instruction

of reading (or any other subject) will occur.

*Each state education code includes laws which specify the

compulaory.attendance requirements,: Although every state has ,

legislation which specifies the general time requirements for com-
pulsory attendance, only Hawaii made time requirements for speci-

fiC'subjeCts2in the'cOurse of study. . The Hawaiian education'code
re4nireajthat-in:the firat eight'grades.of SchoOi at leaSt 50%-bf.
eadh:schbOl:d*:-.Mnst'be-devoted to studying oral ,expression; .writ-

ten composition; and spelling of the EngliSh 'language.-

It is clear that 'the'state education codes have 'avoided, and

contirine .to.avoid legialatiVe requirements' that woold specifythe
time and' mettibda of instrnction for reading ovany other subject.

However,-the'edUCation,Codestend to t'e goite.consistent.in as-
signing, the determinition:-CdHsuch requirements'to.the stateAloard

of educationand/orthe-IbVerning 'board .of.thelOcalschool,._dts-
trict..H.The-Variatibn,,:ofinterpretation 'of .these delegateVre-'

qnirements 'and- thetransitory base for:such -cretermination:suggest
the compleX procesS)thrOughwhiCh inatruction of.the Course.of'

study is attained::
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kersonnel requirementa. .A11, 51 states have statutes Which

require licensingOr.Certification of teachers, Themost:,common

foria of this prOvision.lsrepresented. by the statement, '".The;

state board of ednCation-shallhave control,over the granting of

.certificates to. teachers.": However, almost all statesinclude
clauses that allow:teachers to'teach,with a probationary or one-

year certificate:inthe*verit'n6 gualifieeLteachers whb.met state
.

, .

certification requirements-Were-available.
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In 22 states the education code has provided for various forms
of "special" certificates.. The term "special" is generally
left undefined, and the state board of education is given the power
to issue certificates for certain subjects, grades, fields, or
schools as it may deem necessary. These states are:

Colorado
Connecticut
Florida
Georgia
Hawaii
Illinois
Kansas
Maine
Massachusetts
Montana
Nebraska

Nevada
New Hampshire
New Jersey
New York
Ohio
Oregon
Pennsylvania
South Dakota
Texas
West Virginia
Wyoming

California is the only state with a statute specifying the
certification of reading teachers. The California legislature has
created the position of specialist teacher in reading. Candidates
are nominated by the governing board of each school district and
are accepted or certified on the basis of an examination given by
the Department of Education.

What California has done by statute, other states have accom-
plished through their state boards of education. Certification as
a reading teacher (with various titles and responsibilities) is
available in the following 31 states:

Arizona
Arkansas
Colorado
Connecticut
Delaware
District a
Florida

Georgia
Indiana

Iowa
Kansas
MarYland
Massachusetts
Michigan
Minnesota
Mississippi

Columbia

Missouri
Montana
Nevada

New Hampshire
New Jersey
New Mexico

North Dakota
Ohio
Oklahoma
Pennsylvania
South Carolina
Utah
West Virginia
Wisconsin
Wyoming



Summary. The state education codes provide the broad frame-
work for the establishment, government, maintenance, and operation
of the public schools. Explicit definition and requirements for
curriculum and instruction are commonly assigned to the state board
of education. The details for the program of reading instruction
may be found in state board documents variously entitled "poli-

cies," "rules," "regulations," or "administrative codes." In
addition, special commissions created by the state board of educa-
tion are assigned the responsibilities of operational definitions
for certification, course of study, textbooks, materials, etc.

The variation of the contents included in the'state eduCation
codes does not appear to have direct implication for the content,
materiala, methods or teacher certification that is presently im-
plemented froMday to day. For example, only' 48%-'of the states
having statutes for special certificates actually certify reading

teachers. Review of the education codes also revealed that, of
the state codes that require reading, only 48% of these states
certify reading teachs.

The state statutes generally do not make specific require-
uents for the program, materials, time and personnel that shall

be involved in the teaching of reading. A summary of the state
statutes pertaining to the teacher of reading is presented in

Table 25.

State Certification Reoulrements for Those Who.Teach Reading:

Education relies heavily on the printed word to present to
the learner the contents of the curriculum, whether it be,:in
mathematics social science- physical science 'arts, or 'the hu-

manities. ,
Thus all teachers in the'elementary and-seCondary

schools-are to soMe.extent 'engaged in-the teaching ofread-
,

,ing, .Xn- this context state.certification requirements Tor all
teaChers are considered relevant to the preparation of those en-,

gaged in reading. inStruction.

.The responsibilitTof the elementary-teacher to provide ;in-

struction in the:language-arts skills; as well as the, skills,,and

knowledges of ,the .0ther areas Of 'the curiculUm, has been gener-

ally recognized'in'certification requirements. Instruction in

reading.hea long been perceived .as a central emphasisof early

school years.
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The variation in assignments and specializations of those

who teach reading at the differentflevels of education suggested

the need to summarize certification requirements for all states
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according to:

1) general teaching requirements;
2) elementary and secondary credentials;
3) credentials for specialists in reading instruction.

This survey of the literature was concerned with the credential
requiremenzs for both regular and specialized teaching cre-
dentials and the incid-nce of these credentials In the various
states.

As the need for spEzialization has molded our society,
defined specializations in teaching assignments and special ser-
vices have evolved within the educational community. These de-
velopments have produced new categories for certification and

teacher education such as the reading specialist, remedial read-

ing teacher, educational diagnostician, reading resource special-

ist, reading consultant and many more. The position described aS

"reading specialist" probably represents the most extensive e-

quirements for certification of those who teach reading.

Since the primary purpose of this investigation was to de-

termine the extent and nature of the preparation most related to

reading instruction, other contents of the certification require-

ments, such as history, philosophy, law, etc., were not summa-

rized from source documents.

General requirements for a regular teaching credential. Pro-

fessional school personnel who teach in the 2mblie schools are re-

quired by law or regulation in all states to hold certificates

issued by the designated legal authority. The rules of certifica-

tion for teaChing in the non-public schools are generally either

not stated or are not the same as for teaching in the public

schools.

,Every;:state has4eveloPed Its,Own: guidelines for certifica-

;tionTherejsno unifOrMsystem'of CertifiCation. Allatates;:

eXtePtArizOna, Califorhiai.CelaradO,' KentUcky., MinnesotaNK:
Hampahire.,:_New Mexico, North Dakota, ancL:Ohio:made a brdad grant

of authority by law'tO the state boardcif education-to' establish

thecertification requirements. IA total of nine states :report

that' the; legal authOrity:fer certification is shared:with agencies

other-than:the state boardia edUcation.

Allstates and the District of ColuMbia:require a minimum of

eight seMester hours: in prOfessional educatiOn courses while some

require AS-much aa.5.3 Semester hours;insUCh training.

All states require a minimum of a bachelor's degree for the

initial certification of secondary school teachers. Similarly,



a bachelor's degree is required for elementary scbool certifies
tion in all states but Nebraska, South Dakota, Ve=mont, and
Wisconsin.

Twelve states require the completion of a fifth year of
college preparation for both the elementary and Lecondary creden-
tial. However, snme allow the fifth year to be completed within
a specified perioe of time.

Indiana mandates completion.of amasters degxee lor the
initial certification while eleven.other states require the mas-
ter's degree in a;petiod of five to.ten years after the issue of
the'initial credential.

Two states, Michigan and Pennsylvania, replir v. advanced
training beyond the bachelor's degree, but less than the fifth
year.

A predominant practice (45 states) .is to "endorse" certain
academic fields of teaching on the secondary teaching certificates,
while-the remaining states:issue a blanket secondary certificate
without designation of the subjects or.areas of teaching. Such
endorsement is:not,lound in.the :issuance. Of_elementarT credential's
in thesestatesDnlYHeightstates donOttequire aHtecoMMendaH
tionlfrOma0011egeprofficerof. an employing:agency,-
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As an adjunct to the certification requirements, 36 states
reported extensive use of procedures for approving the programs of
training institutions -as the means by which teachers may .be certi-
fied.

.The expansion of-means ,of certification:has also4rompted 16
states'to approve'alternatexoutesto certification through appeal
or'review by speciallYconstituted,committees. Twentr.one states

,

repoit aOme use ,ofproficiency eXaminations:in,either-theregular
pr alternate routes'to,certification." Twent-seven states reported
speciaLCertification:plansfOrleacher,CorpS:Interns and ,16 states
have-specialdertifiCationplansfor Peace_Corps Teachers:-

. .

State:certifiCatiOn*Iegui±eaients Pertairtha,to readiR& for::
elernentart anxtzecOndary credentiala. Two docUments Are generally
Availablet0perSonscondernedwiththeprObleMof teachertertifica-
tionacroas,HillstaiesOne.;-aPparentlyfintendedfor-CoUnSelorsis
Woellner andWood (1970)4 The other is a publicatiOn of the National
Educatioh AssoCiation apparently intended'tO provide specific informa-
tion as wellas,generanzations to state directors of certification and
Othet.intereted agencies: or profesSiOnal gtoups (Stinnett and.Pershing
1970), Thereis SubStantial disagreedent between thetwo documents.
Stinnett.andj'etshingindicate Courses in: "readine-or "reading
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methods" as required for certificson in seven states; Woellner
and Wbod note this requirement in r:.:.3se.seven plus'six more states.
Stinnett and Pershing list courses t "lanuage arts" as re-
quired in eleven states, while. Wbeilmer and Wood note this re-
quirement it-IA:line of those eaeweint::::4tes as well as eight addition-

al states.

In addition to these obvious dA*;crepancies, there are other
problems in the reported data wlaichm-gake generalizations about cer-
tification uncertain. Many of the wates have "approved programs"
which are accepted as fulfilling all or part of certification re-
quirements. According to Stinnett aald Pershing (p. 33), 36 states
reported "extensive use of the _4a-roved program approach to certi-
fication." If both sources am used, 40 states will accept, in
part at least, participation in approved programs as qualifying
evidence for certification. However, the two sources do not agree;
Woellner and Wood cite a greater inctdence of the acceptance of ap-
proved programs than do Stinnett an' Pearshing.

The incidence of states acceptiag approved programs from
colleges and universities to meet ce:ztification requirements cannot
be construed as evidence either for ,:he presence or absence of
reading requirements in these programs. In the review of institu-
tional requirements for approved programs, a wide variety of re-
quirements for courses in reading, reading methods, or language
arts was found.

Although the evidenCe from the literature is not.consistent, it
does not seem reaSonable to hypothesize that it is possible to:be
certified as an elementary or secondary school teacher in some parts
of the United Statesvithout having tal.ten courses in reading, read
ing:Meihdds; orjanguage arts. .0n theotherlhand, it is431ausible
to'hypothesiie,:that the Preparation inteaChingreading is re- :.
gardedaS soesSentian*theeducation Of teachers that it is as-
sumed Within:A114rOgraMS:andis:mot:littedaa,a.requirement.,

-

The review of the existing literature indicated that it is
not possible to describe adequately the nature and extent of the
preparation of elementary and secondary teachers to teach reading,
per se, from existing reports of state certification requirements.

State certification requirements for readingspecialists. The
examination of certification standards for reading specialists was

157
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made by using the two documents:

1) Sf..:atus of Reading Certification-in the United States,
TJard Sinclair, Mary Louise Miller, and Donald K.
Alexander, American Federation of Teachers AFL-CIO,
February 1970.

Roles, Responsibilities and Qualifications for Reading
Specialists, Professional Standards and Ethics Committee,
International Reading Association, 1968.

Descriptions of minimum:professional standard's for use as
guidelines by teachers, adMinigtrators,4tate departments_of edu-
cation, and colleges and universities offering programs for the
preparatien and certification of reading specialists, are, in-
eluded in the International Reading Association (I.R.A.) docu.,
ment. In the project review of state certification recuirements-
it was apparent that states designate reading specialists,by a
variety of titles, with either an AndorSement On the-regulet
teething credential or by special:certification. _Moreover, a.va-
riety of functions and qualifications:are suggested by both the
descriptions of duties and the titles: readingspecialist,
reading,endorspment, reading teecher, remedial reading teacher,
reading,consultant, etc.

The qualifiCations listed by I.R.A. for the. ."6pecial
teeCharof reading" Wereused as the criteria for charting the
certificatiOn requirementa of theverious states. This specific
categery-wae-Chosen for exeMinatiOn:b6cedge.it deacribeS-the pet=H
sona whO prOvide direCt servicee tochildren in reading, while-
perSonnel in other positions are responsible for.:the development,
management, or inservice education of reading programs.

It:wasSOggeate&in. thejai.A:. pailphlat:thet :atiMpOrtarit*
qUelificetiOn±Of a ppecial teacher of readingls the Completion_
Of:"a:mintrinim oUthree years .of:sUcCessful cleasrOcim teathinvin_
which the teachingof reading idedimportantresponsibility Of
theAiosition."This criterion was USed 1.n combination With the,
edueetienalreqiiitementatO4dentify the ttatesheving-certifica
tion for-special teachersjof reading. Table 26presents theJ*7_
forMation cOmpiled froMthe Ameridan Federetion of Teachers
docUment cherte4 in terMpof the criteria Spedified.by the I.R.A.
committee-fOrcertificatiOn es a SpeCial teacher Of reeding.:,
Some'Of-the inc1401ona-and exCluSiens for-the chart-were judg
menteI in nature, and?represent the bestapproximations,that
could be made from the available_descriptive material

Aithough32:H,statesAesignatesomespecialiats in readingily
a variety of titles, endorsements, or credentials, itappears
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TABLE 26

QUALIFICATIONS REQUIRIED OF READING SPECIALISTS
USING IRA STANDARDS AS GUIDELINES

Alabatha
Alaska
Arizona
Arkansas
California

Required Grad-
uate Courses

Required
Courses

1.4
cu

1-1

Q3
1370 00 00 `ri

Fmr

oa"0 /4r-i 0
A C.7

C)
4)
t) 0g :r.11

1:14 c.,

.03 1-1
ai 133

a) AZ

"V .0
1-1 C.10.0 'V ca
4.7 (34

.0
C.)
P.,

Colorado
Connecticut
Delaware
D. C.
Florida
Georgia
Hawaii
Idaho

Indiana
Iowa
1<ansas
Kentucky
Louisiana
Maine
Maryland

*Mass.
*Michigan
Minn.
yiss.
Missouri

*Montana
Nebraska
Nevada
N. Hamp.

3

3
3

5

3
2

3

Code: * states which have a "special endorsement" or certificate
but no:recognized specialist

Source: AFT,Document - 'Status of Reading Certification in the
'United States"



TABLE 26 (Cont'd.)

QUALIFICATIONS REQUIRED OF READING SPECIALISTS
USING IRA STANDARDS AS GUIDELINES

*N. Jersey
N. Mexico
New York
N. Carolina

'14:1)akota'
*Ohio
Okla.
Oregon
Penn.

At'. I
S.HCarolina
S.':Dakota
Tenn.
Texas:.
Utah
Vermont
Nitginia.
.WaSh.

Wisconsin

Required Grad -
ate Courses

0 4.; aa

t0 C.) r-I I :
(I) 0 CO (O -... vi * C.)

Q)
1 i t

Z a o
OS

a OS > MS CO 4-I I orlaz-Aaabo$410 a
al crs 0 0 0 al I-I CO 1-21 1-1
r-I QS 0 rf ri 0 74 0 r--I
134 CO rz1 rz4 .1-1 C=1 U 114 ti C.)

Required
Course

I
"

r-I. 1-1 r-I C.) CS0i 0 rf 0
g A d 134 P.t

CO CO

153

Code:: = states Which hasi7ela_epecial endorsement".or certificate
!aite:nO:recdgnizedspiCialipt

SoUrce: AFT Document Status -of
United Statee

ReadlngrCertificationAn the
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that 27 states certify variously titled reading specialists who

provide direct services in teaching reading to children. None of

the 27 states with certified "reading specialists" appear to

meet all of the minimum standards suggested by the International

Reading Association. The most common certification requirement is

in terns of courses of particular title or content. The most fre-

quently required courses are in reading diagnosis and correction,

practicums, and reading laboratories.

Teaching experience is required by 20 states for special

certification with 15 of these states requiring three or more years

of such experience.

Although 19 states are reported as listing no certification

for specialists in reading, it is not approprlate to conclude that

regular or advanced work in reading is not provided by the institu-

tions preparing teachers in those states. On the contrary, in all

of the 19 states without special reading certification, the colleges

and universities in those states offered courses in reading which

are presumed to be for personnel seeking certification. The in-

formation for all states is described in such variable and incon-

sistent manners that accurate conclusions are impossible.

The review of certification requirements for reading special-

ists reveals no.apparent regionatendS or differences. It appears

that these State cer:;:ificationreqUirements are-Spotted acrOssthe

nationin an inconsiStent pattern. Itj.s apparent that ,noT.cammon

criteria are being uged by allstates fOr the required preparation

for state certifiCation of specialistsVho provide direct servides

tochildren in reading.

CUrrent Practices of InstitutionS Preparing Those Who Teadh-Reading

search of the literature yielded no recent comprehensive

sumparisation-oftheofferingsand:requirementS ofAnstitutions
proVidingteachereducation:programs. lAs A result, the 197071:

publighed:CatAlogs OfinstitutiOnsofferinvteacher educatiOnpro-
gram6 were USed ag SOUrces'fot the most Current information.

Description of the pample. A letter was sent to all state ed-

ucation agencies requeSting that they identify the institutions

within their state which prepared-100 or more elementary teachers

per year. Thirty-three states and the District of Columbia sub-

mitted the names of 279 institutions. The state nominations of

institutions varied from those listing all institutions that pro-

vided teacher education to nominating the one institution that pre-

pared the most teachers. Thus the institutions included were not

limited to, or inclusive of, all institutions training 100 or

more elementary teachers per year. The states nominated 279 insti-

tutions and 266 published catalogs were obtained for review and

analysis.



To Obtain a list of institutions in the remaining 17 states,
the document, Accredited Institutions of pigher Education 1969-70,
was used to identify: 1) those institutions enrolling 5,000 or
more students and having an elementary teadher education program;
and 2) institutions enrolling 1,000 or more students who were'
accredited only for teacher education (American. Council of EdUca-
ticn, 1969). These criteria were met by 122 'institutions- in the
17 states and 108 published catalogs were obtained for review.
Published catalogs were obtained for 374 (93%) of the 401 insti-
tutions nominated or iAentifled as providing teacher education
programs.

Preparation ofelementary:teachers. '4t11 but 16,of,the 374,
inatitutions (93%) 'Offer.and,.require four:year undergraduate
programs with a,major:in education., Or:.an academic major pIus
dourse work in educationleading to a badhelor's degree And Some
form of state dertifidationThe:sikteen exceptionnclude

'

Northern State College and Black Hills College (tiorth-Dakota),
Which have two year-elementary education programs that meet state
certification requirements... irhe remaining 14 inatitutions,re7
quire an academic undergraduatenlajor withia'fifth year to in-,.
clude course work in education. Those institutions are the
University of Chicago (Illinole), Harvard University (gasSachu-
setts), Beton Hall'.UniversitY ,(NewJersey)., Columbiallniversity
Teacher'aCollegeH(New York), Indiana UniverSity ofJ)ennsYlvania,
AuStin-College-(TexaS):, andthe CaliforniaLinatitUtions:repre,
-sentcd by theUniVersityofCalifOrniacemPUseStbeC41-1,-f9rill7a
State CollegeSijiniversity,,of Southern "CalifOrnia,' and the
Univetsity'r:Of theHPacifid.

155

The primary-interest in-the, examination'of the, catalogs was
,to determinethe institutional requirements and offerings for-
teacher preparation.inreading. .FiftyAmstitutions :do not speci-
fy required courses in.theirAmblished,CatalOgs.so:the. reviewend
theAummarization'Used the:remaining 324 Institutions. The re-.
qUitenienta are detailed in .Table 27 .

The sungletiOn of,t e 'reading Course requirements airpng
the 324 inStitutions Offering undergraduate teacher' edudation .

programs revealed:

1) 207 ini4tntions .(64%) -iequire a separate reading
methods course, invo4ming from two to three semester.
hoUrs of study;

-
1.08 institutiona (33%)' require either an integrated
reading7language:arta course or a:general meth:ods course
including' readinguch courses required framtwo to
twelVeseniesterhonr0Ofstudy;.*
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39 institutions (12%) require some form of practical ex-
perience or concurrent student teaching with-the required
reading, language arts, or general methods class;

4) 9 institutions (37.) listed no requirement for a reading
methods course.

The most extensive requirements for the preparation in read-
ing instruction were listed by the following institutions:

1) Northern Montana College requires three courses in reading
which include Fundamentals ofReading (three semester
hours), Corrective Reading (three semester hours), and
Language Arts and Intermediate Reading (three semester
hours). All of the required courses are described as
involving laboratory and practical experiences;.

Portland I77--P Univel_ity (Oregon) requires all ele-
mentary mia.L,as to take either Language Arts and Reading
(three sevwter hours) or-General Methods (12 semester
hours) prAgir to pracfaxe teaching, and repeat ..1,Qnguage
Arts and a:_aliiing after completion of practice -Lzaching;

3) The fo1lawt.1.7,g institurtnns require two separate reading
methods.col=ses: NOrt#west Naparene College (Idaho),
Southern ltainois:University, St. Cloud State College
OfinnesorOvllisaissipplState UniversityVniversity,
of SonthernilississiPni,:konmonth:StateCollegeliew

. .

.JerSey)', East Stroudsburg State College (Pennsylvania),
and Slippery Rock Collegq. (Pennsylvania).

The examinationof:the catalogs produced the following find-
ings regarding courpe'reqUirements:and offeringa dealing with

literatUre amongHthe 324,4nstitntionS:-

require a COurse in children's1) .1514nstitutions (47%)
:literature

: 249 institutions'i. (6.7%) Offer a Course in children's
:literature:

All of:the :inatitutiOns, preparing.elementary teachers:re--
quirepractiCeteachingOnlyj359f..the,c444,Pgs..sPecified.the,
-collPlgejOr4li,Ahe:4p1Puri.t;,-Pf.Oracticefteachir4....tiMe'thatwasre7

.-quired:Of.:the135.inatitUtiOns.specifyingtheA3ractideteaching:
requireMenta,-.:96%.require:that.it--:be completed:in the senior year.
The'practice teachingdescribed..required froM sixto sixteen
-semester hours:antlwas almost invariably to be acComplished in,
eight-weeksOf..fulL:time.,.Or...16weeks:of4art-time'work. Four
institutions, require twOpractice teaching experiences with one

166
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In the junior year and one in the senior year: Central Connecticut
College; Louisiana Technological University; Concordia College
(Minnesota); and, the University of New Mexico. Boston University
requires that practice teaching be accomplished at two grade levels.
Since less than half of the institutional catalogs specified the
detailed requirements for practice teaching, no further generali-
zations could be made.

In addition to the listed reading course requirements in the
catalogs, these institutions offer a variety of courses andex-
periences which are presumed to be avai1=4ble for student selection
as a part of the program of elementary teacher education. In some
cases such offerings are known to exceed the institutional or state
certification requirements. For example, three percen't of the insti-
tutions surveyed offered an undergraduate minor in reading or
language arts for elementary teachers. Forty of the 174 institutions
(117) also indicated that an elementary campus laboratory school
was utilized in the program for preparing eleuentary teachers.

Preparation of secondary teachers. The institutional require-
ments for the preparation of secondary teachers reflects .an empha-
sis upon various content areas .. of the curriculum such au social
studies, science, math, ,EngLish, foreign language, etc. The review
of the catalogs from the 324- Institutions provided the following
specifications ofrequIrements forcoursas in reading:

1) Eighteen institutions (six percent) require a reading methods
COurse for all studenta preparing for Secondary teaching.

Ten institutions (three percent) requite a reading
course for students preparing-to teadh in the junior high
SC4O016

Five institutions require a reading course for English
teaching majors.

4) Two institutions require a reading course for social
studies/history teaching majors.

One institutionrequires a reading course for language:
arts' majors.

While (341.5i sIX:43erCent'Ofthe institUtionist a required
reading 'cOurae forthe'prepaxation of secondary: teachera, 220 of
the 374 institutions: (59%) Offerbne or more Courses in reading
methOda at the seCondary level. Two of the institutions spedify
that an undergraduate minor in reading is offered for secondary
teachers. AdditionalOfferings (tn contrast to requirements)
are illustrated by 57 inatitutiona -(18%) describing reading
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clinics or centers used for preparation and 31 institutions (nine
percent) indicate the availability of full-time intern programs.

An aasessment of the preparation of secrndary teathers was
also provided:by an examination of the offerings of graduate .pro-
grams in reading. One hundred sixty.,three oE- the 374 tnatite- .

tions. surveyed through their catalogs offered:a graduate program_
in reading.. The titles of the graduate courses in reading strongly
suggest that -they are planned for both elememtary and secondary
Treparatiom with more,emphasis upon:instruction in reading for ele
-Imentary age sPtaidents. It is also observed that graduate offerings
In reading courses provide more frequent opportunities .1br clinical
experience than are found in the elementary course offerings.

Among the_374 institutions in .49 statesand the District of
Columbia surveyed through their publiShed cV1.:alogs, six percent of
the institutizins specify a required' course ; reading±or the pre-
paration of aacondary teadhers. While it im recognized that many
institutinns,do not list specific courses secondary preparation,
these requirements are in sharp contrast to the 64% ofthe institu-
tions requiring a course in reading as a parr of the-preparatio..k
for elementary teachers.

A comparison of the pIeparition of teachers of InAIEE. in
1960 and 1970. Austin's study, The Torchlighters, Tomorrow's
Teachers of Reading, provided a summarization of the preparation of
teachers of reading a decade ago (Austin and Morrison, 1961). Dur-
ing the' past decade the need for dhange in teacher education and
teacher certification has been abundantly postulated in the liter-
ature. This survey of the catalogs of 374 institutions preparing
elementary and secondary teachers during 1970-71 provided a summary
of information which may be compared with Austin's findings.

Table 28. --summarizes the coMMon elements of the nature and ex-
tent of,TreparationHWreading at the time' of:AuStinl,sfstUdy:.and in
the current survey. Nearly all (97%)-,:;of,::theinstitutIons:noW
preparing'aleMentary teachers requirea toursej-nreadinginStruc-
ri-cn* Whidh-Irs:,an intreaseof:four percentovertheintidence in
1960.'Aj4Vincted4e. (fra6H.50 to 64%in:linatItUtionaIrequire-.
ments fora separate reading meods couraeAtOte&during this
decade in:tontrast, a slight detline :(frOm nine Pqrcent to eix
pettent) : in-institutionalrequirementstrf_a.:reading thurse. for ,the

prepatationof secondary teachers 1.7.iis fOund4

From 1960 to 1970 an increase: (23% to 44%) in offerings of
graduate programs for reading specialists is indicated. The cur-
rent survey alto shows a 32% increase in the number of institutions
offering courses In secondary reading.
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TABLE :al

COMPARISON: SELECTED RESULTS,OP ALETIN'S 1960 QUESTIONNAIRE SURVEY
AND 1970 CATAICGS SURVEY

AUSTIN-1960

Teacher Education
Institution
Catalogs 1970

1. Schools requiring some
form of reading instruc-
tion for undergraduate
elementary education
students:

2. Schools requiring separate
reading methods course:

-Schools-having campus
.1AbOratory schcola:

N-371 N7374

93%

50%

4. :Schools_offering graduate
programsfor reading
specialists:

Schoolsrequiring a.read-
.ing.course for all aecondary. (28 .of 31 ) (18 of 324).

education atudents: 9% 6%

38%

.(73 of .310.,
23%

(315 of 324)
97%

(207 of 324)
64%:

(40 of 374)
11%

(163 of 374)
44%

-

Schools,offering,a course:
. in aecondary readingla

s
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During the decade there has been a decline in the number of
institutions that maintain campus laboratory scihools (from 38%
to 11%). Reports from some-Institutions terminating their
laboratory schools suggest that this decline Teas caused by re-
stricted finances rather than by preference or a planned change
in the nature of the teacher preparation progri.

Of interest in this comparison of the preparation of teachers
in 1960 and 1970 are the recommendations that Austin made as a re-
sult of the 1960 study. Of the 22 recommendations made, there are
only four which can be related to the information obtained from
the examination of the 1970 catalogs.

1) Austin recommended "All students tcOle required to make
formal application to teacher education programs at the
end of the sophomore year selection*criteria to include
degree of academic proficiency, mental or emotional ma-
turity, aptitude for teaching, and competency in the
elementary grade skills" (p.142). Such information was
not regularly available in the' catalogs. However, the
majority of institutions stated that they require a
formal application to the teacher education program at
the end of the tophomore.year. Criteria for admission to
the teacher education program, when listed, were 'generally
described as a "C" grade average in college work acid the
passing of a physical examination. These Observations
would suggest that the implementation of an early applica-
tion an&selettion procedure has:been initiated4 but that
there ia little evidence Of theude of criteria of aca-
demic:proficiency,:mentaI'maturity,- aptitude fOrteaching,-
or competency'in eleMentary grade Skills for selection of
candidatea for teadher preparation.

Austin:recommendedthat "a course-in basic'teadingin-
struCtionbe required Of':allprospeotiVe Secondary
.teaChers"jlp ThesurVey of'the 1970 catalogs
:found that-18 of:Hthe3244nstitutions -:(six:perdent) re-

quire acourae in basicreading inatruction of all pm-O-:
ApectiVe,SecOndary teacheriASHobServed:preVionaly,this:.
is a, dedlinejroMninepercerit:tdsix.percent::dUringthe
decadesinde:Austin!'s ,stUdy.

3) Austin,redoMmendedthat :"Schoolsrequire practical'ex-
perience concurrent with reading Aethods instruction"

148): -Ihe.:Catalog SUrvey':toUndthat-39 of 324 in-
stituticins-::(12%) requireprgetical eXperience concUrrent
with reading methOds instruction. The absence of such de-
scriptive information in some catalogs makes it'difficult
to generalize conderning this recommendation.
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4) Austin recommended that, 'Ndlere the student is found to
have a specific weakness in understanding the total read-
ing program, he be required to return to college follow-
ing practice teaching, for additional course work . . .

and . . where a student is weak in the area of instruc-
tional techniques his apprenticeship be prolonged until a
predetermined degree of competency is attained" (p. 156).
The catalog survey found only one of 374 institutions
that described the use of a performance-based teacher ed-
ucation program (Weber State College, Utah) with re-
quirements based on specified competencies rather than
specified courses or semester hours of credit.
The information provided in the catalogs suggests very
little likelihood that students may or would be required to

return for acklitional preparation if weaknesses in instruc-
tion were detected during practice teaching. The vast ma-
jority of schools (129 of 135 or 96%) in which the year
of required student teaching'is specified, listed the
senior year and often the final semester, as the period
for this preparation.

Of these selected recommendations, it can be observed that
very little response, action, or change has occurred in the past

decade.

Additional contrasts for the preparation of teadhers in the
1950's with the preparation in the 1960's are possible to make
from Conant's study of the Education of American'Teachers (1963);
G.K. McGuire's national study of secondary reading programs (1969),
and Kinder's summarization of.reading .certification requirements
in the United States (1960..

There appears to have been a very small amount of dhange in
the educationalHreqUirements forcertification from 1960 to 1970.

In 1960 as in 1970,the most frequent requirement for:certifica-
tion asaregular elementary or.sedodary teadher:was one course
in readingiand /or langUage arts. :zThe institutional requirements for
preparation4n4.eadinvincreased,slightlyfor the elementary-teacher,

while therewAS aslightdecline in-.the reading course require-

inents forsecondary teachers. Atthe same time, institutiors In-
creased their offerings in courses for the preparation of S4dond

ary reading teachersan&graduate programS-for reading specialists.

The mOst common,requirement.for practice teadhing continued
to be eight weeks full time or 16 part time, usually during the
last semester of the senior year in the undergraduate degree pro-

grams.
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In 1970, as in 1960, the majority of institutions preparing
teachers had requirements that exceeded the certification re-
uirements of the state in which the institution was located. The

marked emphasis pf the reading courses offered was on the prepara-
tion of teachers for the instruction of reading_ in the early ele-

mentary grades. Required reading courses commonly included
methods and materials for beginning reading instruction, word at-
tack skills, adjusting the materials and methods to the learner,
organization of the reading program and concepts of learner
readiness for reading and reading instruction. Generally, cor-
rective teChniques for reading disabilities, diagnosis of learner
dharacteristics, and prescriptions of.speCial remedial or develop-
mental techniques were included in advanced courses offered at
the graduate level.

During this period, surveys of teadhers in training and
teadher educators repeatedly reported the perception that there

was insufficient time given in the education program for adequate
preparation in the diagnosis of Pupil's reading problems and la
the use of individualized or special techniques for the remediation

of reading difficulty. Some analysts of. both teacher education and
teacher practice have been caustic in their observations that
II teachers appear to be teaching as they were taught. In the teacher
education there was no individualization. /eachers in,training take
the same course,:read the same:chapters, and listen to the same
lectures generally:without response." The analysts go on to.point

Out the,similarityof:the didaCtic:approadh Used in teaCherprepara-
iion to the didactic approach:to reading instruction used by teach-j

ersAmtheelementary and secondaryschools:

The survey :data are inadequateto answer the question of the

Contents and methOds used by institutions to prepare teachers of

reading. The information which was available in the documents of

the institutions preparing,teaChers alMost:entirelyrestricted
tO number:ofcourses orsemesterhours.of study in courses of

various titles. jt is recognized that theinaturp of, the:prepara-
tion is intimately related to the materials., methOds and ex-
periences_inclUded#e teachereducation:. For example.,-.the same

-required course in readitagmay have:different tekt,books.,- different

methods of instruction, different learning activities, and dif-
ferent required or anticipatedioutcotes within oramong several

institutions The:.slIrve3r_d4thile presenting institutiOnalre-
quirements for courses and sedesterIlours.Of.'instruction, do not
provideinformatiOn,concerningthespecific contents, methods,: and
outcomes of the :teacher edUcatiOn prograMs.

During the past decade there has been an increasing amount of

literature and experimentation which has emphasized the need for a

172



166

more diagnostic, prescriptive, and individualized approach to the

teaching of reading. In spite of such widespread exhortations,
tne requirements for teacher education and certification have
shown no substantial Change, according to the surveys in 1960 and

1970. Although the current requirements for teacher education
and certification have shown slight change from the requirements
of the 1950's, a marked increase has been noted in courses in
reading offered by institutions providing teacher education, as
well as an increase in the credentials for special teachers of

reading.

Preparation Requirements for Teachers of Reading Specialists in

the Largest_ Cities of the United States

The local education agency, through board-adopted rules and

regulations, defines the practices for implementing the state-
required educational program. The literature contains many inci-
dental observations about the variation of procedure in selected

districts in the same state. However, the survey of the litera-
ture for this project did not reveal a current source which sum-
marized the policies and practices of local education agency
requirements for the preparation of those who teach reading or
provide special services in reading instruction.

To obtain a sample of such information, a request was sent to

the 20 largest school districts in the United States, asking there

to submit the formally adopted requirements for those who teach

and who provide documents or written information which would:

1) identify the preparation required for reading epecialists;

i2) define the preparation required for those whoteath

ing;

_ .

3) provide information on spetial reading programs.staffed bY

pereonnel With partitularpreparation:or'cOmpetencies in

the teaching ofreading.

The'rationale'for solititing such-inforMation froM the 20'

majortitiee'Intludedthe dasumptiOns that:

1) *he largest dietritte Are reepOnsible'for.providingin-
struetion to student.poPulatiOns'of great diversity;:'

_
.

large distr:f.,-:ts,' in servingjleterogeneoue populations,

would employ more'inetrUCtiOnal spetialists to meet

special needs.of students, and;
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3) the largest public school systems would be responsive to
current recommendations for exemplary practice in the
preparation and competencies suggested for specialists
in reading.

It was assumed that the 20 major cities would provide.a sample
of the nation's population which would be similar to the total popu-
lation in such characteristics as percentage of various ethnic
groups, foreign born, urban residence, age, and education completed.
To compare the similarity 7',f the major cities' sample to the total
population of the United States, data were obtained from the
Yearbook of Cities and Counties, published by the Department of
Commerce (1967). Data from this source are summarized in Table 29.
The data indicate that characteristics of the major cities, in
composite, are similar to the characteristics of the total United
States population. The largest differences were a higher percent-
age of urban and foreign born population and a slightly lower per-
centage of persons with less than five years of schooling in the
large cities. This sample of major cities included approximately
one-third of the nation's population and represents many, if not all,
of the diverse reading needs presented local educational agencies
throughout the United States.

Documents and information were received from 17 of the 20 major
cities (85%). No information was received from Baltimore, Boston,
and Milwaukee. A summary of the pre- and inservice education re-
quirements of special reading personnel in the major cities is pre-
sented in Table 30.

All major cities employ some type of special reading teacher;
however, there is wide variation in the preservice preparation re-
quirements for those special teachers of reading. Seven cities
(Cleveland, Dallas, Houston, New Orleans, New York, Pittsburgh, and
Seattle) require no formal preservice preparation beyond that re-
quired for a regular teacher certification. Five other cities
(Chicago, Los Angeles, Philadelphia, San Francisco and San Diego)
do not require special preparation for some of their reading teacher
categories, while special preparation is required for other posi-
tions providing special reading services. Three of the cities re-
quire a master's degree with specified course work in reading. They
are, Chicago (special reading teachers), Philadelphia (language
arts - reading supervisors and language arts consultants) and
Washington, D.C. (reading clinicians). Approximately tcn percent
of the major cities indicated that the I.R.A. minimum -.!eq,.Liremente
for reading specialists were closely followed; however, co specifi-
cations of degree, course, or competency requirements were stated as
being implemented. The most extensive education requirement was
found in Pittsburg, which specified one academic year residency in
a training clinic. Only Cleveland, Los Angeles, San Diego, and
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TABLE 29

COMPARISON OF SELECTED:DEMOGRAPHIC CHARACTERISTICS'OF. POPULATION
'OF MAJOR CITIES AND TOTAL UNITED STATES POPULATION

Population in
Millions

Percentage
Black

Percentage
Urban Residence

Percentage
65 year's & Older

Per:tentage
Foreign:Born

20 Largest U. S. Cities Total United States

57 179

11.6 10.5

87 70

39.9 19

Median-School
YearCaMpleted-

7.1

Source: Yearbook of Cities and Counties U.S. Department of
Commerce, 1967.
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.
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p
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P
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P
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San Francisco offer a salary differential for special reading
personnel.

Approximately one-third of the distr:Lcts require inservice
training for their reading teachers. Iu some districts, this is
provided on an "as needed" basis, while others report special
workshops or regular monthly inservice education. Cleveland, Dallas,
Los Angeles, New Orleans, Pittsburg, and Seattle require various
types and amounts of inservice training for the several kinds'of
reading specialists. The most extensive requirements for inservice
education were found in Seattle where twenty hours of inservice
course work as well as continuous inservice classes throughout the
year are required of reading center counselors.

The local rules and regulations regarding the preparation and
competency of staff who will provide special reading assistance in
the local school districts do not consistently mention the reading
certification of the state in which the city is located. Illustra-
tions of this point are found in the following comparison of state
reading certification, as specified in the Status of Reading Certifi-
cation in the United States (Sinclair et al, 1970) and the city re-
ported requirements for reading certification:

1) Illinois - "special certificate may be issued in the field
of specialization such as reading" (p. 15). Chicago does
not require special certification for reading teachers;

2) Ohio - "The Elementary certificate or English certificate
may be validated for reading certificate" (p. 29)..
Cleveland does not require such validation for reading
consultants or clinicians;

3) Missouri offers a reading specialist certification. Kansas
City and St. Louis require such certification for reading
teachers;

Pennsylvania certifies reading teachers and reading
specialists. Philadelphia requires that the language arts
re.-ling supervisors must have either a state reading or
English certificate, and that language arts consultants have
either reading, elementary, or English certificates. Ele-
mentary and secondary general teachers of reading need no
state certification. No Philadelphia reading position re-
quires a state reading specialist certificate. Pittsburg
requires no state reading certification for reading teachers.

5) Michigan approves remedial reading teachers (not a certi-
fied position). Detroit requires such approval for its
reading teachers;



6) California offers a special reading teacher certification.
Los Angeles, San Diego and San F: eeeisco require such
special reading certification foi services as
Unruh teachers" but not for other special reading posi-
tions in these districts.

A comparison of the state requirements for specialized read-
ing certification in those states in which the major cities are
found reveals that at least one half of the cities do not require
the state special reading certification for their categories of
reading teachers and reading specialists. This was true in such
cities as Chicago, Cleveland, Philadelphia, Pittsburgh, and San
Diego. However, it should be noted that in the states where special
reading programs have been created by the legislature, special cer-
tification for teachers in these legally directed programs are in
each case required by the local district. However, in these same
districts, when the local board designates special reading teachers
or special reading services, the requirements for such specialized
positions are not necessarily related to state certification. Forty
percent of the major cities state a requirement of one to five years
of successful teaching experience for specialists in reading or
reading teachers. This suggests that the lArge cities, through
their supervisory and administrative personnel, identify teachers in
service who have demonstrated competence and successful performance
in teaching reading. Such local identification of competencies has
apparently develeped the rather common practice of requiring a num-
ber of years of successful teaching experience for a special position
in reading instruction.

The information from the major cities suggests that the cate-
6ries or titles for specialists in reading for state certification
axe not inclusive of the variety of special reading teadhers and
reading specialists employed in these largest school districts. There
is a marked discrepancy between the state-offered reading certifica-
tion categories and the largest city districts' classifications of
reading teachers and specialists in reading.

The analysis of these data from the major cities suggest that
even when the city is within a state having certification for reading
speciallsts, some (if not all) of the local positions for reading
teachers and needing specialists have other requirements than those
of the state certification. The major cities also rely upon inservice
observation and preparation for both the selection and preparation for
both the selection and designation of specialists. in reading.

The most extensive requirements in the major cities are found for
the position of clinical reading specialists or reading skills center
teachers in the Model Cities reading skills center projects. The read-
ing skills center teacher requirements include: regular elementary
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or secondary teaching certificates; three years of full time
teaching experience; experience as a collaborating, lead, consulting,

or reading teacher; six semester hours in reading or the equivalent
in the district inservice education courses; and a "satisfactory

score III on the National Teacher Examination.

Approximately one-half of the -ajor cities reported special
reading programs developed by federally funded E.S.E.A. monies for

disadvantaged students. In such programs the common practice is to
provide special inservice and preservice workshops concerned with
the nature of language, language growth and development, and language
and reading as they relate to the needs of disadvantaged students.
Such special project requirements are not described or required for

the special reading teachers who provide reading servicee in the
school districts' regular reading programe.

In summary, the major cities all reveal a response to suggestions

in the literature that there is need for teachers of reading and read-
ing specialists by their designation of positions of a variety of
titles dealing with special reading services. Approximately one-third

of the cities utilize the state certification requirements for such

positions by the state in which they are located. In addition, all
of the major cities have some or all of their special reading posi-

tions based on preparation requirements other than those requiered by
the certification of the state in which they are located.

In the major cities special reading programs and services are

apparently utilized in a selective manner by various schools within a

district, presumably with student populations of greater or unlque

needs. A particular illustration is the E.S.E.A. Title I programs

for students from disadvantaged backgrounds who may receive special
assistance in the "target" schools. However, in the same district
students of similar background and need not residing in the school

attendance areas of the highest concentration of such need will not
receive these special E.S.E.A. services3and may or may not be re-

ceiving special assistance in reading through the regular district in-

structional program. In general, no common descriptive evidence was

available as to the nature and extent of service from specially
trained reading personnel to student populations having a particular

or the greatest need for such services.

_The Preparation of Those Who Are 1.2_4.01.4. Reading

Incidence of public school RtEaaEpel specially prepared in read-

ing instruction. In 1970 the USOE conducted a questionnaire eervey
(not yet available) of school principals throughout the nation to

determine the incidence of pupils with reading problems end the avail-

ability of special reading assistance. Each school was asked to re-

port the number of pupils with reading problems who were and were not
receiving special instruction or assistance (Dwyer, 1971).
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The resuIts indicated that 318,500 teachers provided special-
ized 149truction in reading, but about 20% of them taught reading
only and instructed in separate classes. The data from this 1970
survey indicated that educators perceived from 13% to 20% of their
student population as having reading problems; and of this popula-
tion, 63% of the elementary pupils and 53% of the secondary pupils
receivd no special instruction or assistance. For students with
reading problems who did receive special assistance, 55% of the
schoo14 provided this sr., part-time instruction in special classes,
while 40% received assistance in the regular classes, and 5% had
such a4gistance in a full-tIme special class. This Is further
reinforced by the survey's finding that 80% of the teachers who
provided special instruction and assistance to pupils with read-
ing problems instructed in the regular classroom, and approximate-
ly 20% provided such instruction in separate classes. The survey
noted 29% of the 56,900 elementary schools and 30% of the second-
ary schoolo reported they had no special reading personnel regu-
larly 4ssigned or on call. Among all schools surveyed in the
United States (81,000), 32% reported they had no special reading
personnel regularly assigned or on call.

McGw.re reported the findings of a questionnaire survey of
high soboOl English t:eachera (McGuire, 1969). The survey was
termed :national," though no qUestionnaires were sent to teacherS
in Oregon, Washington, Hawatior AlaSka4 The questionnaireswere
mailed to 2004 randomly selected secondary school Members of the
Ndtional Council of Teachers'ofEnglish. The author obtained a
60% re4ponae from teachers:inpublic, private, and parochial
schOol-4, Summarization.of the_responses:fromHpublic school teach-
ers, W1if. represented a 46%:response to the total number of: ques-
tionnelree sent out, revealed that.42% of the.teachers reported
their'4chools bad no reading:specialist37%reported one reading
specialist, 17% two or three readingsPecialists, 2% four or five,
while 1% reported more than five reading specialists. Since no pre-
cise:definition-of-"reading specialist!' was given,.teachers might
have :interpreted the meaning of the expression differently.

TVkGuire's.eurvey indicated that juniorAligh schools,have more
reading specialists.(28.4%..reported none) than,schools, with grades
7 -.12:,(421:-reported no specialists), or schools with grades 9 - 12
(48% repOrted no specialists), or'schools with grades 10 - 12 (49%
reported no specialists). Larger schools were better supplied with
reading-specialists, while schools in rural areas and small towns
were the most likely to have none. Fifty-one percent of the schools
in rnr41 areas and 54% of the schools in small toWns reported having
no reading specialists. In contrast, only 27% of suburban schools
reported no reading specialists. Fewer (30%) schools in smaller
cities bed no reading specialists than schools in larger cities;
'40% isA cities with populat-ons of 150,000.to 300,000 had no reading
specialists; 46% in cities of:populations ranging from 300,000 to

:18
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500,000; and 41% in cities with populations over 500,000.

Fifty-three percent of the teachers responding to the survey

indicated that consultant help in the teaching of reading was

rarely or never given, while 23% reported such help was occasion-
ally given, and 15% reported regular consultant help.

McGuire's survey also obtained information concerning the

background and preparation of teachers currently teaching reading.

This survey showed that 84% of the public high school teachers of
English responding had not taken a course at the undergraduate

level in the teaching of reading. Seventy-two percent of those

who had a course in English methods indicated that the course
treated teaching of reading to little or no extent; eight percept

indicated that it was treated to a considerable extent. Fifty-

four percent indicated that no form of inservice education in the

teaching of reading had been given them in their school during

the last five years. Wher the number of years of teaching experi-

enc_e was cross tabulated with preparation, the results indicated

that no improvement had taken place in the preparation of newer
Eaglish teachers for reading instruction.

The 1969 assessment of reading instruction in the New EnglaIld

Public Schools provides information zegarding the preparation of

teachers in reading:instruction and of reading consultants for
kindergarten, and grades 1, 4, 7, 10 and 12 (New England Education

Assessment Project,1969). The survey questionnaire was sent to

elemntary principals, elementary.and secondary teachers, and

constants in the New England s. es (Connecticut, Maine,'Massa-
chusetts,New Hampshire, Rhode Islaind, and Vermont.), The elemen-

tary survey reported that 59%'of kndergarten, 74% of grade 1,

and 70% of grade 4 teachers have had at least one reading course

in the past six years.

The secondary New England Public School survey questionnaires

were sent to grades 7 and 10 teachers responsible for some phase

of reading programs. This survey reports: "Reading teachers at

the 7th grade level appear to be somewhat better prepared than
tenth grade reading teachers in terms of ,-.ollege credits in devel-

opmental reading. There is little or no difference between seventh

and tenth grade reading teadhers in terms of credits in remedial/

corrective reading and children's or young adult's literature

(p. 27)." Approximately one-third of the seventh and tenth grade

reading teachers had three or more college credits in teaching read-

ing.

The survey of reading consultants in the ""'lw England Public

Schools was concerned with those persons who s, _at 50% or more of

their time supervising or consulting with teachers or working with

administrators on matters concerning the teaching of reading.
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Forty nine percent of the reading consultants held masters degrees;
37% - masters degrees plus 30 hours in graduate education; and 6%

reported doctoral degrees. Sixty percent of the responding consul-
tants had more than 21 credit hours in reading courses; 29% - from
16 to 21 hours; and 2% - fewer tfeee 9 hours of reading courses.
Sixty-nine percent of the consultants reported having at least one
reading course within the previous two years.

In 1970 Farr conducted a survey of Indiana secondary schools'

reading programs. Farr's study showed that 73% of the schools
responding assigned the basic responsibility of reading instruction
to regular English teachers. The author observed that secondary
English teachers are not required to take graduate or undergraduate

courses in the teaching of reading. Sixty-nine peecent of the
responding teachers in the Irdiena survey had taken no courses in

the teaching of reading as e :raduates; 58% had taken no courees
in the teaching of reading as e_iduate students; while 12% were
then enrolled in a reading course. Only 10% of the schools respond-
ing employed reading teachers who had completed graduate programs
in elementary or secondary reading.

Barry surveyed the education of American Indians and estimated
that while 10,000 teachers in the United States have Indians in
their classes, no college offers special preparation for teaching

Indian children (Berry, 1968). A few institutions such as Arizona
State, theiversity of New Mexico, Brigham Young University, Ft.

Lewis (Colorado), and Universl.ty of Saskatchewan offer courses in

indian education. Berry observed that little or no literature on
inservice education programs for teachers of Indiau children existed.
Berry indicated the special problems of\the preparat-en of teachers

for teaching English as a second language. While all 50 states
require teachers of foreign language to have at least 45 hours
course work In the language they are to teach, there are no require-
ments for the teaching of English as a second language.

The surveys reviewed descrtbing the reported need for epecial-

ized assistance to pupils with reading problems su6gested that be-

tween 50% and 60% of students 80 identified were not receiving

special reading assistance. Surveys from several regions of the
United States (New England, Midwest and West) suggested that the
majority of regular teachers who are engaged in the instruction of

reading hed two to four hours of preparation in reading in their

preservice education. The surveys also suggested that among those
teachere having two to four in.its of preservice courses in reading,

a higher percentage of elementary than secondary teachers have had
such reading courses. All surveys are consistent in reporting a
need for more reading specialists than are currently available.
The surveys also suggested that ree al and suburban schools have a
lower incidenee of reading spect-lists than larger city districts;

however, prob 1 because of tV greater perceived need for reading
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assistance in the urban schools, a larger percentage of these

schools reported a greater need for specialized reading assistance

than do the smaller districts and suburban schools. In the USOE

Annual ,Report_ of People Who Serve Our Schools and Co11.7-c-es, 1969-70,

a statistical report on poverty schools is presented. This report

suggests that poverty schools have a staffing of special reading
teachers superior to non-poverty schools, and that classes are

smaller in poverty schools than in non-poverty schools. These

findings, however, would have to be viewed in light of the evidence

which suggested a greater incidence of unmet needs for specialized
reading assistance in urban centers having poverty echools than re-

ported in the non-poverty schools (1970c).

Comprehensive data were not available on the incidence of read-

ing problems and the special assistance available for the various

ethnic groups, all regions, types of reading or language problems,

population characteristics, etc. The survey of the literature does

not provide information to answer reliably the questions of interest

concerning the preparation and characteristics of thoEn who teach

and provide special assistance In reading to pupils in all regions

of the nation and with various needs and backgrounds.

Some New Approaches to Teacher Education and Teacher Competency

This survey of the literature on reading identified a great

quantity of boOks and articles deVoted to describing the need for

developing more effective methods of reading instruction and teachLr

education.progr4ms. Few of these met the criteria for inclusion

this survey because they did not present systematically eccl.. ilated

data to document the needs or hypotheseS they were preseing. At

the same time, such voluminous literature is believed to indicate

thel.evel of concern for reading and interest in new approaches to

teadher education.

The federal interest in education exemplified by E.S.E.A. leg-

islation of 1965 has a parallel in the special assistance to the

field of higher education. Colleges and universities have received

funds to develop new approaches to teacher preparation. In addition,

several of the federally funded regional laboratories and research

and development centers llave been engaged in developments to Im-

prove ths effectiveness of teacher preparation. A few of the cur-

rent developments are presented as illustrations of the variety of

approaches-that are being plarJed to revise or modify teacher educa-

tion.

The Stanford Center for Research and Development in Teaching,

supported in part by funds from the USOE, is an sxample of regional

laboratories' efforts to contribute to teacher etcsdation. This Cente:

is concerned with the study of teaching in American schools and the
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effectiveness of American teachers in promoting the achievement of
higher cognitive objectives, especially in serving the needs of
students from low income areas. Of equal concern is the adequacy
of Anerican schools as environments for fostering the teachers'
motivations, skills, and professionalism. The Center has formu-
lated integrated programs of research, development, demonstration,
and dissemination. In the heuristic teaching area, the strategy
is to develop a model training system, integrating components that
6wendab1y enhance teaching skill. The program concerned with
Leaching students from low income areas plans to develop materials
and procedures for engaging and motivating such students and their
teRchers. In the program on environment for teaching, the etrategy
ic to develop patterns of school organization and teacher evalua-
tion that will help teachers ft:Action more professionally at higher
levels of morale and commitment.

Several of the findings of the preliminary or pilot studies
of the Center are suggestive of the current definition of need, of
proposals for increasing the effectiveness of teacher education,
and the consequences of input characteristics, process variables,
and teacher characteristics and competencies.

For example, Project 0309, Characteristics of Effective
Teachers and the Distribution of Teacher Services, is an illustra-
tion of tne development of policy oriented models to Improve the
efficiency and effectiveness of schools. The model suggests a set
of simultaneous equations to solve for school outputs. A single
equation was developed to show how students' socioeconomic status,
teachers', fellow students' and other student characteristice are
related to each of the following: student verbal scores, sense of
adequacy, grade aspirations, and parents' attitudes. The raw data
for the study had been obtained from several thousand sixth graders
attending 35 schools in a large Eastern city in 1965-66 ael were
collected by the USOE Survey of Educational Opportunity. Estimates
yielded by the system of equations suggested that student backgrounds
are probably less important direct determiners of academic achieve-
ment than has been reported in other studies. Tentative interpreta-
tions were that teachers' degree levels showed no significant rela-
tionship with studentq' verbal scores, while teachers' experiences
were strongly related to them. The model and some tentative :nter-
pretations of its results were reported in Do Teachers Make a
Difference? (United States Office of Education, 19709 pp. !6-78).

New models of teacher education. In 1967 the U.S.0,E. conceived
the Model Teacher Education Project as a strategy for improvement
of programs of elementary teacher education. The interest was in
large-scale and extended projects representing an emerging trend In
the use of federal funds for research and development programs. In
1967 RFP's were issued, and 80 proposals were received. Nine model
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programs were selected for funding in Phase I. Phase 2, currently

in progress, is concerned Wien determining the feasibility of de-
veloping, implementing, and operating the model teacher education
programs based on the specifications developed in Phase I.

The System Development Corporation (S.D.C.) made an analysis

of the model teacher education program published in the document,

Analytic Summaries of Specifications for Model Teacher Education

Er9AL2Es, (1969). This study utilized a systems analisis of the

models to allow a consistent pr. zdure of judging the conceptualiz-
ing of the system, the parts or subsystems, stating the objectives

of the system, developing the needed procedures for achieving the
objectives, selecting the best alternatllyes, and implementing ;:he

system. This document provided an analysis of behaviors presented

in the ten models and indicated the difficulties encountered in
trying to understand the teaching procerises. The S.D.C. report

suggested that some broad areas of teacher behavior can be analyzed,
objectified, and described so that criterion levels of acceptable

performance can be stated. On the other hand, the models showed
that very little research evidence substantiates direct relazion-

ships between teacher preparation activities and role performance.

Teaching remains an exceedingly complex activity, and a clear ex-

plication of some of the parts should not be taken to imply under-

standing of the whole. The authors suggested that the models

reflected the present tate of the art and suggested important

frameworks for further research and development.

This analysis suggested that even though the whole of teaching

cannot be derived from behavioral analysis of its parts, some im-

portant directions might be identified for preparation, planning

and management. For example, if it can be demonstrated that teachers

educated in the use of many audio-visual devices are better able to

select appropriate individualized learning experierces, then such

evidence might recommend significant behavioral objectives for

teacher edue.ation programs. In contrast, while the eepine skills

far dealing with problem children in a classroom are net fully

understood, certain teacher reactions have been accepted as counter-

productive; thus some behavioral objeceive, have specified the

elimIaation of these reactions from the teachers' repertoire of

classroom behavior.

Contrasting new and old programs ot teacher education in the

course of analyzing the new models, the S.D.C. study presented a
review of past and present practices. It was noted that although
1200 colleges and universities prepare teachers for America's ele-

mentary schools, SOO institutions account for more than 90% of the

graduate teadhers. Me observation was made that there was little
diversity in program structure or goals across these many institu-

tions.
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In general, programs are structured so that an undergraduate
student pursues a four-year program and receives appraximately 125
semester credits; when an appropriate number of educational ceerses
including student teaching have been completed, a provisional teach-
ing certificate is awarded upon gra0uat1on. In contrast, the ten
models envision elementary teacher education as a process of con-
tinuous training throughout the teacher's career. For example, the
Georgia model outlines alternative entry levels as a part of develop-
ing an educational career ladder, and Michigan seeks to shorten the
time between the studene's entry into colleges and his first profes-
sional responsibility. Each of the ten models emphasizes the impor-
tance of continuing inservice education. In addition, the Comfield
group is attemptine o separate the education leading to , degree
and the professione :eparation resulting in certificatton.

The concept of the elementary teacher as a "generalist" oversee-
ing the self-centained classroom is challenged by all ten modes.
In each 04 The models the teacher is viewed as an emergine aanager
of the learning process. The recognition of the contribuzions of
differentiated staffing roles is exemplified by the Michigan model,
which provides for aides and media specialists. Other programs,
such as Cornfield's, envision instructional managers, instructional
engineers,and instructional analysts. The team concept emerges in
various ways throughout all models.

The variety of proposed changes in the structure Of elementary
education suggeets that the traditional grade sl7ructure, phesical
structures of the buildings,use of).ferge-smallgroup instructional
areas, resource centers, computer:tereeele, eedy cubicles, incentives
fer pupil-parent-teacher-cemmenity interaction Are aeparently all
being considered in the new proposed models of teacher education.
It is alleged that theriew instructional management systems will make
possibe the control and adjuatment of 4 pUpil's program and will
free teachers to work with studenta at a more .creative level.

The models show an emergence of emphasis on specialized training
for:elementary teachers. Thus,Florida emphee.izes academic preparation,
so the teacher must'be a specialist_in.at leest one teaching field,
while Syracuse, Toledo,and Michigan-developed program components to
train teaCEers in the eelection, control and preparation of technology-
based learning systems. Pittsburgh, Michigan,and Toledo have attempted
te individualize teacher preparation threugh alternate program organi-
zations. It is alleged that these models are an attempt to develop
teachers who will be able to function not only In the organizational
structure of the present school but will be leaders in the "school of
tomprrow." It is eaid that the ten models all seek to prepare a per-
son who can function effectively In an elementary learning situation;
however, it is suggested that the:emphasis varies. While Florida
emphasizes the cognitive domain, Massachusetts and Teachers College
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emphasize human relations skills, and Toledo emphasizes instructional
procedures and technology, while Michigan emphasizes the behavioral
sciences. The common underlying thread, however, in almost all models
is that the goals of preservice and inservice programs consider teach-
ing skills as representing an ascending set of behaviors and that
there is emphasis on continuing education..

A. major focus of attention of the several models is the curric-
ular pattern, which has historically suggested an academic major and
minor in general education as prescribed by the college. In addition,
historically, teacher education programs have been directed by the
constraints imposed by a four-year program in which success is mea-
sured by the completion of a fixed number of Carnegie units. The
ten model programs have reacted differently to this historical tra-
dition. Comfield seeks to separate certification and degree re-
quirements entirely. Michigan has redesigned the educational program.
Syracuse, on the other hand, has established minimum levels of achieve-
ment to be reached at the end', of four years but permits students to
stare and progress to peints which are individually determined.
Georgia, sensing eesistance frc_I some sectors of the University, is
planning studies to determine the consequence of removing time and
credit requirements. Georgia, Syracuse,and others plan a 12-month
school year, while Florida has planned to have its graduates return
to the campus for each of the three summers following graduation.
Each of the models makes some attempt to address the current concern
for achievement levels and operational proficiency rather than re-
quiring completion of a number of hourE of Carnegie units. Although
none ci the models have suggested a move totally away from the tra-
dition cf the Carnegie-unit requirements, many are proposing systems
by which validation for the effectiveness of such a move might be
demonstrated.

In curriculum design the cc- eergence is away from a basic
course organization to the insteeetional module_ as a basic unit of

curriculum. The module Is organized around the single objective,
and pretest.s to determine a student's readiness to attempt the module
and remedial experience are provided to assist in the development of
readiness and accomplishment, as well as a plan for each student to
pace himself 'n the work as rapisay as his ability permits achieve-
ment of the objective. In those schools that are developing the
instructional model, a variety of techniques such as computer assisted
instruction, sensitivity training, micro-teaching and simulation are
employed.

Historically, student teaching has been the first formal class-
room experience in teacher preparation programs. Moreover, it has
been scheduled near the end of the professional sequence of the col-
lege program, at whi.ch time there has been little opportunity to have
a meaningful interaction between academic training and classroom
performance. Pittaburg, Massachusetts, Syracuse,and Toledo have
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specified sequencing the new models.for both simulated and real
experience for students. Georgia has provided a hierarchy of class-
room experience, while Cornfield and Michigan are Conceened that the
student have adequate opportunities to work with children,both in
and out of school. Each model seeks to organize the student's
experiences with children in learning situations from simple to com-
plex, so that developing skills can be tested as the student grows
in accepting himself as a teacher.

Another emerging trend of these ten models is their utilization
of the operating school as a part of the educational effort. Florida
has instituted the concept of the "portal school." This faculty will
cooperate in the design and operation of the preparatory experiences
for teachers. Syracuse has involved many ical districts and othet
groups in the planning of their model and ies operation. All in all,
the models have made forthright attempts to improve communication
among the groups responsible for preparing and using teachers ao as
to achieve Crie benefits of mutual cooperation among the systems.

The aforementioned references to management and control in the
work of the teacher are characterized as responding to two condi-
tions: (1) the control of an increasing amount of information and
an increasing number of decision points for evaluating students'
progress, and (2) modification of the program and interrelating it
with additional sources of information. Florida, to meet this
challenge, suggests a computerized management system for handling
student and program information, while Michigan is developing the
capability to store learning modules in the camputer and lccate them
by Means of a natural language retrieval system.

In the course of developing these new models, a byproduct has
been the recognition of the need for reeduceting end upgrading.those
who will provide education or preparation of prospective teachers.
Several of the institutions such as Pittsburgh, Syracuse,and Florida
have already outlined the need for reeducating the staff and, in
addition, there is increasing emphasis that teadher education can no
longer be isolated from the rest of the university curriculum.
Indeed, most of the models suggest increased emphasis on the multi-
disciplinary approach and unity of various elements and offerings of
the university for the effective planning and implementation of
teacher education.

The emphasis on individualized and performance based teacher
education programs is exemplified by the recent award to Weber State
College (Ogden, Utah) by the American Association of Colleges for
Teacher Education (AACTE) of the 1971 distinguished achievement
awarC Weber State College received this award for its achievement
in leendling such problems as recruiting the most capable students,
eliminating extraneous clutter of requirements, encouraging personal
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commitment, treating individual student needs and ability, using a
variety of teaching models, developing skills in human relations,
and applying technological developments to teaching needs.

As a reflection of the concern for humanisn in teacher educa-
tion, programs such as the University of Texas (Austin) "block
program for personalizing teacher education" is illustrative. The
University of Texas program is planned to help candidates deter-
mine whether they are suited for the teaching profession. Among
their efforts are those directing the student teacher's attention
to self-examination, including a videotape of early teaching ex-
periences and a compr3hensive personal assessment battery for re-
view by a psychologist and the candidate. Every aspect of the
experience is aimed at making the candidate avare of what he is
doing, what the effect of his actions is, and what he wants to
afieve with pupils.

Dr. Geri Lesnoff-Caravaglia has instituted a teacher educa-
tion program at Sangamon State University, Illinois, which is
committed to the principle, "teaching cannot be learned by imita-
tion." The two year program is so designed that students will be
immediately engaged in a teaching situation on entering the pro-
gram; moreover, it is felt that teaching is an art and as such
can neither "_e, measured nor explicated. Although an artist in
any field must develop particular skills and has been exposed to
and has access to specialized kinds of information, what consti-
tutes the art of any profession is how the individual can appro-
priately apply such information. "To attempt to determine before-
hand what tools each student might need in order to become an
effective teacher is tantamount to rigidifying the system and
surreptitiously taking the lead from the student. A student, in.
effect, cannot be trained as a teacher. He becomes one."

The Sangamon State University (Springfield, Illinois) teacher
education program is entitled "Teaching Encounters." The purpose
of the teaching encounters is to have the student interact with
the University, the schools, and the community. "It is important
for the prospective teacher to see himself as a key figure in
the community in which he lives and works and to feel some respon-
sibility foz what occurs in that community." The program deempha-
sizes the role of methods and courses. The problems of methods
will be met as they arise within the teaching situation and will
be handled through consultation with a master teacher, che Univer-
sity personnel,and student seminar interactions. Three quarterly
teaching encounters offer progressively more involvement within
the classroom.

Each teaching encounter constitutes a third of the regular
student load dUring the two years. The first encounter focusses
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on the problems facing the school and contemporary society and
consists of four hours a week in community service agencies. The
second teaching encounter involves a series of all-day observations
within the schools, and the student will also tutor a particular
child several times a week in the child's home whenever possible.
The third teaching encounter emphasizes teaching small groups
within the schools. Concurrent seminar enrollment focusses on
particu2ax subject area needs and on the production of various
materials and programs. In the senior year, the fourth encounter
offers the student classroom experience three mornings a week.
During this teaching encounter, the student will be asked when-
ever feasible to board with a family in the neighborhood of the

school. The fifth teaching encounter is planned to meet the indi-
vidual needs of the students. Problems encountered in the teaching
of a particular subject may be one form of the seminar. The sem-
inar is also a time when the student pursues an independent study
program. The sixth and final quarter of the student's experiences
within the teaching encounter structure will involve teaching ex-
periences at two different grade levels. The student will spend
four and one-half days a week within the classroom, with the other
half day allotted to seminar work for independent study.

Students will maintain a log for the entire two years. They
will record what they are learning, why, from whom, and its personal
significance. They will be encouraged to evaluate critically exist-
ing situations and suggest improvements. The primary purpose of
this student log, although it will be a major source for student
evaluation, will be to gauge the student's own growth. Evaluaions
from master teachers, principals, university professors and the
student himself will also be incorporated in the student's record.
The primary use of these evaluations is for the student's own in-
struction. The philosophy, then, is that to teach or to become a
teacher is not a passive role but one which requires constant in-
volvement and commitment on the part of the individual. Such
personal dedication is further projected as care and concern, not
only for the individual himself and his profession, but for the
obligations which he assumes as his own as a teacher toward the
rest of humanity.

A similar approach to teacher education is exemplified by the
program of Dr. Robischon at U.C.L.A. This program is based on the
following principles:

1) Integration of theory and practice in both content and
timing;

Teacher education as a learning experience for student
teachers, teacher educators and university personnel;
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3) The involvement of teachers being educated in planning
teacher education programs and the redefinition of the

university's role as a resource to be drawn upon as

needed;

4) Program flexibility accounting for individual competencies

and needs of each student;

5) An emphasis upon encouraging each student to develop his

own theoretical and philosophical orientation toward

teaching through experience, reading and other instruction.

Several evaluation reports from Title I, III, and VII programs

for disadvantaged or retarded students have noted the apparent

success of utilizing paraprofessionals and student tutors to assist

in reading instruction (Los Angeles City Title VII Bilingual Pro-

gram, 1969; Bakersfield, California Title I Program, 1969, 1970).

The identification of the potential of student tutors and parapro-

fessionals of all ages to assist students with their reading has

apparently been influential in the recently announced plan of the

national reading centers' "Ten Million Tutors Program" to advance

the Right to Read effort. This program plans to prepare adult

volunteers for tutoring children in kindergarten through grade 3,

initiating a pilot project in five Washington, D. C. schools. The

Ten Million Tutors Program is also exploring the possibility of

installing a statewide tutorial training program in 16 Iowa commu-

nity colleges, as well as establishing a nationwide network of

training centers for volunteer reading tutors, with the help of the

American Association of College Teachers of Education.

As observed in a previous section of this report, every teacher

is to some extent a teacher of reading. Acting on this belief, the

Connecticut State Board of Education has recently voted to require

all prospective elementary teachers to take courses in the teaching

of developmental reading and children's literature. Connecticut

has also initiated the requirement that all high school teachers of

English must take similar courses in the teaching of developmental

reading and in methods of teaching English.

The trend of many of the model teacher education programs to

specify competencies as criteria for teacher preparation is re-

flected by the recent action of the New York State Regents in man-

dating reading instruction for elementary teacher certification.

The New York mandate requires that education institutions preparing

elementary teachers provide evidence to the state that persons rec-

ommended for certification have demonstrated specific competencies

in teaching reading. The competencies required include: word anal-

ysis skills, word recognition, pronunciation, spelling, techniques

for testing, and improving the ability to discriminate orally and

vioually.



193

Summary: Atomistic versus Humanistic Philosophies and Values

New architectural structures, an endless array of technolog-
ical advances in the equipment and delivery systems, specializa-
tions and subdivisions of curricular contents, and the societal
request for explicit accountability can all be viewed as determi-
nants or referrants for those models of teacher education that
attempt to describe systematically the system, subsystems and com-
ponents of the educational experience. Such systematic analysis
also leads directly to an emphasis upon behavioral evidences of
proficiency in knowledge, attitude or skills. Many of the models
and the innovations currently being experimented with are firmly
rooted iu the conviction that teacher education programs shall now
address themselves to explicitly defined exit proficiencies. This
emphasis suggests that the sum total of these behavioral profi-
ciencies or mosaic of such proficiencies would exemplify an effec-
tive teacher.

Those adopting a more humanistic philosophy toward teachers
and their functions in a democracy present strong arguments that
the teacher cannot be described as the sum of the parts or as the
collective mosaic of the profile of individual proficiencies de-
monstrated in knowledges, skills and attitudes. In contrast, they
state there is a unique configuration of the person called a teach-
er, who demonstrates effectiveness in his interactions with learners
and in an almost unending variety of relationships that may incor-
porate the didactic explanations, arill experiences and students'
spontaneous inquiries. The humanistic approach further reinforces
its position by the observation of the rapidly changing demands of
the present and future society and argues that the role and effec-
tiveness of the teacher may not be equated with presently defined
skills or the mechanics of instructing another. Rather, it is
argued that instruction must be seen as the teacher's creatively
using the relationships, experiences,and environments to stimulate
the learner to new-found concepts, underutandings, commitments and
participations.

The disparate emphasis of these two philosophical positions
toward teacher education and the education of youth can be seen in
the field of reading as one considers the emphasis, on the one
hand, with the specific mechanized practices by which teaching is
to occur; and on the other hand, the role of the teacher as an
understanding, compassionate stimulator of the self direction of
the student as he seeks to acquire learning. Dual and somewhat
antagonistic forces are operating to shape the efforts of teacher
education and teaching. On the one hand is the current emphasis
on explicit definition of behavioral outcomes that may be measured;
on the other hand is the resolute commitment that teaching is an
art which defies explication, let alone finite measurement. Inso-
far as the ten models currently being researched and implemented
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contain substantial components of the polarity,and other experimen-
tal programs in large unive.zsities and small private colleges also
exemplify these two relatively extreme positions, one might only
conclude that future research must be so designed to allow adequate
description of the nature of teacher preparation as well as the
effects of such education on the instructional process that occurs
eventually under the teacher's leadership.

The polarity of the developments identified as atomism and
humanism are viewed with some lament by those teacher educators
who observe that extraordinRry emphasis on either pole has never
been demonstrated as providing all that is needed for an effective
teacher. Recognition of this necessary marriage of technological
developments and stress on specific competencies and performance
outcomes with a broadly based preparation that attempts to accom-
plish the development of the insights and understandings of the
individual (both for himself and those he is to teach) probably
brought the citation to Weber State College in Utah. This citation
praised the college for handling not only individual student needs
and abilities with a variety of teaching models, skills in human
relationships and technological developments, but also for paying
attention to the development of personal commitment and shifting
of responsibility of initiative to the student as an active parti-
cipant in the teaching-learning situation.

It is hoped that the several emphases of the emerging models
of teacher education may supply an information base for a more
comprehensive analysis and definition of the several skills, com-
perenc!es, and personal characteristics that may mure adequately
describe the effective teacher.

The Relationships between Teacher Preparation Teacher Performance,
and Student Achievement in Reading

An attempt to summarize the research evidence of the "teacher
variable" effect upon student achievement is immediately confounded
by the lack of agreement on definitions of the input, process, and
output variables of an educational program. Among the variety of
studies of teacher effectiveness there is little agreement about
the meaning or nature of the teacher. variable. "Teacher variable,"
or "teacher effect," as faind in the research literature, is a gen-
eral term which may refer to taacher preparation, teacher performance,
tsacher attitudes, or teacher characteristice. For each of these
dimensions there is an even greater number of specific definitions.
For example, teacher education may be defined as the academic degree
received, the number of reading courses taken, or the nature and
the extent of practice teaching. Frequently, research reports do
not acknowledge these complexities; deinitions are vague or non-
existent, and the variables (and their interactions) are unspecified.
One reason for this may be the apparent lack of a common theoretical
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framework. With a theoretical perspective for research, any variable
may be as Important as any other, and there becomes no way to
differentiate the independent variables, intervening variables,
and dependent variables. Such confusian_makes comparisons of the
existing research probJematic at best and summarization of what is
known about teacher effect most difficult. In spite of these dif-
ficulties, it is possible to categorize many studies of teacher
effect according to three major hypotheses:

1) Students' Achievethent in reading depends on the amount of
training the teacher has had. Requiring more training for
teachers of reading will result.in greater achievement in
reading;

2) Students' achievement in reading depends on the quality of
training the teacher has hacIL Reaaing achievement can be
increased by upgrading teacher education. In some instances,
this is interpreted to mean teacher training in general;
in other instances it means the training a teacher receives
either in a specific area, such as the teacher's knowledge
of phonics, or with a specific skill, such as the teacher's
awareness of and sensitivity to the cultural heritage of
the students;

Students' achievement in reading depends on the presence
of specific teacher characteristics. Successful teachers
possess characteristics different from those of less success-
ful teachers. Selecting teachers on the basis of such
characteristics will lead to better reading achievement.
Characteristics may reir to demographic factors such as
age and sex, or to att: ides or to abilities.

'The research does not prov r disprove any of these hypotheses
definitively. -.It does, howevel suggest priorities. It suggests
that some teacher variables are probably more important than others
and that there may:be a logical relationship among teacher variables
which 'separates them according to whether they are antecedents or
consequences. On the basis of the research reviewed for this pro-
ject, teacher characteristics did appear to hava a greater effect
on pupil reading achieVement than the amount, quality, or type, of
teacher.training. Of all the teaaher characteristics, verbal facil-
ity and flexibility appear to be the most significant. It may be
almoSt a.truism to say that the capacity Of a student to learn de-
pends, above all else, on the ability of the teacher to cammunicate
with.the student. But it is a truism that may be too often ignored.
GiVen the present situation in the United States today,where the
greatest reading deficiencies exist among population groups which
are generally of a different'class, raCe, and social and psycholog-
ical reality than the people teaching them, the ability of a teach-
er and a student to achieve mutual understanding cannot be assumed.
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Other teacher variables are important. But their importance, per-

haps, can be best determined if communication already exists.

Other teacher variables may be of more importance once it is deter-

mined what kind of verbal ability a teacher needs in order to

facilitate communication. For example, it may very well be that

teacher training could take on added significance in terms of its

effect on reading achievement if much of that training was concern-

ed with developing not only the technical skills required of a

teacher, but also the requisite verbal or communicative skills.

In order to demonstrate how these suggestions emerged from the

research on the teacher variable, it is necessary to discuss fully

the findings for each of the three major hypotheses. Before pro-

ceeding to this c3pecific discussion of the research.reviewed, some

words of caution are indicated. None of the research reviewed

here was definitive. The samples and scope of many studies were

limited. Some of the methodology was questionable. However, the

problems might have resulted more from the limited ways in which

the research was reported than from.the actual quality of research

itself.

One of the greatest problems was that a commonly used model

or design for many of the studies was a correlational analysis

with a single variable studied, without examination of the inter-

action of other variables. The findings of studies with such de-

signs can, at best, be viewed as offering suggestions for further

investigation but cannot be used as sources of definitive conclu-

sions. The conclusions which may be drawn can, therefore, only be

considered tentative.

The amount of teacher preparation and student achievement.

In 1968, the International Reading Association published a revised

statement concerning the Minimum Standards for Professional Train-

ing of Reading Specialists. The roles, responsibilities, and quail-

fications of the special teacher of reading, the reading clinician,

the reading consultant,and the reading supervisor were set forth

in this statement. According to the IRA, reading specialists have

major responsibility for:

1) remedial and corrective and/or developmental reading in-

struction;

2) diagnosis, remediation, or tae planning of remediation

for severe reading disabilities;

3) development and implementation of reading programs; and

4) leadership in all phases of the reading program in a school

system. The implication of this definition of the function

of the reading specialist is that it is desirable to place
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responsibility for all aspects of teaching reading, in-
cluding developmental reading instruction, in the hands
of specially trained personnel.

The IRA also appears to be suggesting that the development
and implementation of regular reading instruction demands extensive
special preparation beyond that required for regular teachers- To
qualify as a reading specialist, the IRA standards demand completion
of a Master's program (including courses on foundations of reading,
diagnosis and correction of reading disability, and clinical or
laboratory practicum in reading) as well as successful completion
of at least three years of teaching experience which include read-
ing instruction. Reading clinicians, consultants, and supervisors
must also complete a second year of graduate work. These standards
clearly indicate that the IRA believes the effective teacher of
reading must have a great deal more preparation than is required
for regular teacher certification. It would follow that the pro-
fessional reading aesociation is suggesting the way to increase
the level of reading achievement is to increase the amount of pre-
paration of reading teachers. One of the few studies which included
evidence on the relationship of teachers' degrees and students'
reading achievement identified in this search of the literature was
the First Grade Studies (United States Office of Education, 1967).
In this study the five projects which showed the greatest increase
in reading achievement were compared with the five projects which
showed the least increase, according to the extent of the teachers'
education. The following resulto were reported:

Bachelor
or lower

Bachelor
to M.A. M.A. p_1us

Upper five
projects

39% 55% 6%

Lower five
projects

447 547 2%

The report of the First Grade Studies did not indicate whether
any significant differences were found. However, since extremes
were compared (which should produce the greatest differences) and-
because the differences in percents did not appear great, the re-
sults do not suggest that any substantial relationship was found
between the Amount of teacher education for classroom teachers and
the level of student reading achievement.

Several studies reported that a large percentage of reading
specialists hold advanced degrees. In 1966, Oyster made a survey
of elementary school reading specialists in 15 states (states not
specified) and found that more than 76% held both Bachelors' and
Masters' degrees (Oyster, 1966). Similarly, a study by Kolker of

204'
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special reading teachers in Tennesee found that of all categories
of special reading teachers (with the exception of teacher aides),

20% had at least a Master's and 57.4% had at least some graduate

study (Kolker, 1970). A survey of reading specialists in the hie..
schools around Hartford, Connecticut, reported that 87% of the
respondents had at least an M.A. degree, and 75% of those had spe-
cialized in the field of reading (L. Smith, 1969).

Among the research articles included in this review, there
were no -1;udies which compared the reading achievement of students
taught by reading specialists having advanced degrees to reading

achievement of students taught by reading specialists without
advanced degrees. A few small scale studies do claim beneficial
effects on reading achievement as a result of us:kng reading special-

ists. Overfield,in a study of the use of remedial reading special-

ists in California schools,reported that the Stanford Achievement
Test "results, though inconclusive, show cause for optimism

(Overfield, 1968, p. 269)." Trione found that the use of the school
psychologist in the role of an inservice teacher-centered consul-

tant resulted in Improved puptl achievement in reading in grade

four (Trione, 1967). The results of several other studies seem to
cast doubt on the assumption that advanced degrees or specialized
training is directly related to either specialist or classroom

teacher effectiveness. Briscoe (1969) reports on a study where
teacher aides were used in grade 9 where pupils' reading achieve-
ment was below the fifth grade level. The aides were given pre-

and inservice training. After three months of instruction, some
students showed as much as three grade levels of improvement in

reading. Hassinger (1969) summarized a study in which 100 high

school age students who had poor aztendance records and were them-
selves retarded by two to three years in reading were used as tutors.

The tutors worked for a six-week period with grades 4, 5, and 6

students with reading disabilities. At the end of the six weeks,
the elementary school students showed a 4.6 month gain in reading
achievement, and the high school tutors themselves showed a mean
gain of 8 months.

The most striking evidence of the dubiousness of the assumption
that student reading achievement depends upon the amount of teacher

preparation was contained in a large-scale field test of four read-

ing systems developed for functionally illiterate adults (Greenleigh,

1966). The 1A15 students involved were all public welfare recipients
above the age of 18 with reading scores at or below the 4.9 grade

level. The field test was conducted in New York, New Jersey and

California. The frair reading systems evaluated were: 1) "Learning
to Read and Spell" (American Incentive to Read); 2) "Reading in High
Gear" (Science Research Associates, Inc.); 3) "The Mott Basic
Language Skills Program" (Allied Education Council); and 4) "Systems
for Success" (Follett Publishing Company). The 108 participating
teachers represented three levels of preparation: 1) certificated
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teachers, "preferably experienced in adu't education;" 2) college
graduates; and 3) high school graduates. All teachers received
one week of preservice preparation. Nine classes in each state
used each of the four systems and, among the nine classes using a
given system,three classes received instruction by teachers pre-
pared at each of the levels. No significant differences were found
in student gain scores by reading system. However, on the work-
study skills subtest and on the composite test score, there were
significant differences in the gain in scores of the students of
teachers who were high school graduates. The authors observed,
"On the basis of Iowa gain scores alone, teachers who had no more
than a high school education were more effective. Therefore, in
planning for adult basic education, persons who are high school
graduates should be considered an Important resource and should be
recruited. The fact that the majority of high school graduates,
unlike the college graduates and certified teachers, were Negro
and the majority of students were also Negro may have contributed
to the better success in terms of gain scores of the high school
graduate" (p. 18).

As a part of this study of reading programs for the function-
ally illiterate, teacher educators and reading and learning theory
specialists observed classes and rated the teachers. No correla-
tion was found between student gain scores and these ratings. The
authors reported: "On the basis of observations, certified teachers
had the most skill in dealing with learning problems, grouping
students, and class management." Even so, classes with certified
teachers using the various systems of instruction did not have
significant differences in gain scores. "This raises the question
of the relative importance of accepted class management techniques
in teaching adult basic literacy classes." At the conclusion of
this study, the authors made the following recommendations for
teacher preparation:

a) "Although not supported by gain scores, on the basis of
observation it seems that teachers for adult basic educa-
tion should be selected for their warmth, interest moti-
vation, flexibility, understanding and patience."
"On the basis of Iowa gain vcore alone, teachers who had'
no more than a high school education were more effective;
therefore, in planning for adult basic education, persons
who are high school graduates should be considered an
Important resource and should be recruited (Greenleigh,
1966, pp. 15-18)."

,From the evidence of the available studies, it is not possible
to accept or reject the hypothesis that reading achievement of
students depends upon the amolint of preparation of the teacher.
Although the studies provided no evidence that significant differ-
ences in student achievement resulted from various levels of pre-
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paration, they did suggest that factors (unrelated to teacher educa-
tion) such cis individual attention, varmth, empathy for the student,

understanding, patience, etc., may be relevant to the teacher's

effectivenesA:.

Quality of teacher training and the relationship between train-

ing and performance. The National Education Association survey of a
national sample of public school teachers presented the most compre-
hensive information with regard to teachers' evaluation of the

amount and quality of their undergraduate teacher preparation
(National Education Association,1967). A large percentage of teach-
ers reported that "just about the right amount" of training had
been offered in the following areas:

Depth of knowledge in subject fields of specialization 75.9%

General education 81.6%

Psychology of learning and teaching 68.5%

Human growth and development 72.7%

History and philosophy of education 68.0%

More than half of the teachers indicated they had received too
little instruction in classroom management (52%) and use of audio-
visual equipment and materials (57%), while more than one-third re-

ported too little instruction in teaching methods (36%). About a
third of the teachers rated their preparation in subject fields of

specialization as excellent (33%). In general, this survey indi-
cated that the largest problems in teacher education lie not with

the amount or quality of instruction in subject areas, but rather
with the amount and quality of instruction in teaching methods and

related topics. However, these findings are somewhat different
from those of other studies of this type. Perhaps the fact that
this was a survey of all public school teachers, not just reading
teachers, accounts for a large part of the inconsistency.

A directly contradictory finding resulted from a survey de-

signed to see how well elementary school teachers were beIng pre-

pared to teach the communicative arts (N.C. Chase, 1963). Eighty
colleges throughout the United States were asked to answer two

questions with reference to a list of subject-matter areas and pro-

fessional areas. The questions were: 1) do you require a course

or courses leading to competence in the area?; and 2) do you feel
such elementary teacher preparation should be required? The sub-

ject matter areas,considered to be taught in undergraduate school,

included the nature of the English language, foreign language study,

speech, oral composition, creative dramatics, written composition,

American literature, and literature of another culture. The pro-

fessional areas, conaidered to be taught in schools of education,

included sociological and psychological bases of teaching, directed
observation of children in school, methods of teaching reading,

methods of teaching English, children's literacure, methods of



teaching a foreign language, and student teaching. Less than 50%
of the respondents indicated that requirements existed for all of
the subject areas except speech and written composition, while
more than 50% indir.ated that all of the courses should be required
except for foreign language and creative dramatics. In contrast
to this were the responses with regard to the professional areas.
Here, more than 80% indicated that the courses were required (ex-
cept for methods of teaching a second language) and that they
should be required (again, methods of teaching a second language
was the exception). The conclusion the author drew from these
andings is that elementary teachers of communicative skills did
not have enough preparation in the liberal arts to back up their
professional training. Unfortunately, it was not possible to tell
from this study whether this was the feeling of teachers themselves,
for it was not clear who responded to the questionnaire. The re-
spondents may very well have been the administrators of the colleges
and not the teachers.

There twa studies included in this review,which do indi-
cate that classroom teachers fell inadequately prepared in both
substantative and technical areas. Neither of these studies sur-
veyed a national sample. A survey of the elementary schools in
Madison, Wisconsin,(R.J. Smith et al, 1970) asked teachers to eval-
uate haw well their preservice training had prepared them to teach
readingAn.their-first regular teaching assignment.

TABLE 31

PERCENT OF TEACHERS CHOOSING. RESPONSE CATEGORIES REGARDING
PRESERVICETRAINING,::

Response Category TeaChing Level
-Yearh::;of.experience

Very Adequately. Primary

Adequately.

Undecided

Inadequately.

Very Inadequately Primary
Intermediate

Intermediate

Primary.
Intermediate

Primary
Iatermediate

Primary
Intermediate

1,,,% 2-5 6-10 11+

17.4 23.1 15.8 44.4
0.0 10.0 7,7 10.0

60,9 59.6 .52..0 33.3
57.1 28.0 38.5 25.0

13.0 1.9 26.3 11.1
9.5 16.0 7.7 25.0

8.7 13.5 5.3 11.1
33.3, 40,0 30.8 25.0

0.0 1,9 0.0 0.0
0.0 6.0 15.4 15.0

208
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The primary teachers were more satisfied with their preservice

education than the intermediate teachers. Both intermediate and

primary teachers felt a need for more information about providing

for the disabled reader and diaguosing ii,dividual instructional

needs.

The second study dealing with the training needs of elementary

reading teachers also indicated a lack of preparatiou in specific

areas (Farr, 1969). In this survey of elementary teachers in

Indiana, it was found that classroom teachers felt a lack of know-

ledge of diagnostic and corrective techniques, using groups for

reading instruction, using tests and evaluative techniques, and

knowing criteria for selecting students for remedial instruction.

The majority of the respondents believed that a minimum of six

'undergraduate credits should be devoted to language arts and read-

ing, and many of them felt that six hours in reading alone should

be provided, with three of those hours devoted to diagnosis and

correction.

On the basis of these two studies, it does not appear that

elementary teachers perceive large difficulties in either the scope

or quality of their preparation. Although the teachers commonly

felt a need for additional training in the areas of remedial read-

ing, the overall feeling was that their training had been quite ade-

quate. However, this is not consistently true when teachers at

other levels evaluate their training.

In 1969 a nationwide survey of English teachers in public high

schools was r!.onducted (G.K. McGuire, 1969). Although the teachers indi-

zated a belief that reading should be taught in high school, they

felt,in general,inadequately prepared to teach reading. Eighty-

three percent had not had a formal course in the teaching of read-

ing during their under6raduate training. Seventy percent of those

who had taken a course in methods of teaching English reported that

the teaching of reading had been treated to little or no extent.

Fifty-four percent reported that no form of inservice training in

the teaching of reading had been given to English teachers in their

schools during the last five years. Furthermore, 53% said that

consultant help in teaching reading had been given to them rarely

or never (only 15.2% reported such help given on a regular basis).

This lack of preparation and guidance for teachers of reading

in the secondary school was also reported by McGinnis (1961). In

this survey of high school teachers, about one-third reported that

they were expected to provide instruction in reading, while less

than 10% of them had received any instruction on how to teach read-

ing to high school students. A further indication of the lack of

preparation for the high school reading teacher came from a survey

of junior and senior high school reading teachers in Indiana

(Farr et al, 1969). The results of this study indicated that the basic
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responsibility for reading instruction was assigned to English
teachers in 75% of the cases. Fifty-four percent of the reading
teachers were former content area teachers. Sixty-nine percent of
the reading teachers had no courses in the teaching of reading at
an undergraduate level, and 58% had no course on the teaching of
reading on the graduate level.

These studies seem to indicate that the preparation of teach-
ers of reading was seen as more adequate by elementary teachers,
although they perceived certain significant deficiencies. In con-
trast, the high school teachers have had much lessadequate prepara-
tion and noted Many critical deficiencies.

However, it is possible that these deficiencies are being
overcome. A follow-up of Austin's "Tozahlighters" (Austin and
Morrison, 1961), suggested that tbis is the case (Kies, 1970). This
study was made to determine wbecher or not a significant change had
occurred in university and college preparation of teachers of read-
ing in the nine years since the Austin study. The questionnaire
from the Austin study was used, with adlitional items included to
assess areas of interest which have emerged since the Austin report.
This questionnaire was distributed to 530 randomly selected insti-
tutions of higher education throughout the United States. Three
hundred sixty-five institutions responded. The findings were:

1. "More universities and colleges are offering reading as a
separate course than as an integrated (with other language
arts) course.

2. Universities and colleges which off_r reading as a part of
an ivtegrated (with other language arts) course are devot-
ing more time to the teaching of reading than they were
nine years ago.

3. More universities and colleges are: offering and requiring
a secondary reading course today than they were nine yea
ago.

4. More pi:ofessors of reading now believe that:
a. the beginning reading vocabulary should be loosely

controlled and come from a variety of sources;
b. the basal reading text is only one of a variety of

tools for beginning reading instruction;
c. the forms and letters of the alphabet should be

taught before the child has learned a sight vocabulary;
d. the approach used in teaching beginning reading should

be varied from school to school depending upon factors
such as pupil socio-economic level, intelligence, and
teacher competency;

e. the use of phonetic analysis in isolation and in con-
junction with other word recognition techniques as a
means of word identification is more important than
it was nine years ago.
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5. More universities and colleges are requiring student teach-
ing without concurrent course work than with concurrent
work.

6. Undergraduates majoring in elementary education in institu-
tions of higher learning observe more days of teaching than
they were required to observe nine years ago.

7. More universities and colleges are requiring undergraduates
majoring in elementary education to tutor children as a
Part of undergraduate education than were requiring tutor-
ing experiences nine years ago (Kies, 1970, pp. 106-108).''

On the basis of these findings, Kies rejects the hypothesis

that there has been no significant change in university and college

preparation of teachers of reading. There are, however, some prob-
lems in accepting the author's interpretations regarding the changes

in preparation of teachers of reading. The other studies discussed
here showed that two of the areas in which teachers felt most ill-

prepared were in secondary reading instruction and in the diagnosis

and remediation of reading disabilities. The (ILI:a from the Kies

study did not show remarkable improvement in either of these areas.

Of the 365 institutions which responded to the questionnaire, only
159 offered courses in secondary reading instruction; and of those

159, only 55 required such a course. One hundred eleven institu-

tions offered an undergraduate course in classroom diagnosis but it

is unknown how many of these actually required such a course. More
importantly, the data presented in this study did not indicate the

specific content of courses. For instance, it wus found that the
most frequently taught courses in reading were a survey of develop-

mental reading, reading in the primary grades, children's litera-

ture, and methods of teaching language arts. But it is unclear

exactly what is included under these course titles. From these

studies it is impossible to know whether or not the content of

teacher preparation has been changed significantly or if the changes

which have occurred exist primarily in the titles of courses and

the numbers of requirements.

Even if the findings of the Kiea study do indicate significant

changes in the nature of teacher, preparation in reading, it is

still unclear as to how or why such changes are important. Until

the nature of the relationship between teacher training, teacher
performance and students' reading achievement is understood, the

significance of improving teacher education, either generally or

in specific areas or skills, will remain speculative. An important

question, then, which deserves attention is: To what extent does

a teacher's education affect the teacher's practice? Unfortunately,
the existing evidence which relates to this question is complex and

inconclusive.

There are indications thaL, because of a variety of factors, a

teacher's education is not as determinative of a teacher's perfor-
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mance as might be expected. One factor which needs to be consider-
ed is the extent to which both funds and personnel available
for meeting the needs of particular positions. One study included
in this review does deal, in a way, with these factors (H.M. Levin,
1968). The purpose of the Levin study was to explore the criteria
and methods for recruiting and retaining adequate numbers of more
highly qualified teachers for large city, schools. The teacher data,
which were collected for the school year 1965-66 by the USOE, came
from four Standard Metropolitan Statistical Areas, each of which .

coincides with an urban labor market representative of a particular
section of the country: Northeast, Midwest, Far West and South.
Although many types of analyses were made in this study and a num-
ber of different variables examined, the variables of direct rele-
vance here are the exaMination of the allocation of teachers by
undergraduate major on the one hand and teaching assignment on the
other.

By comparing teachers undergraduate majors with the specific
areas in which they were actually teaching, Levin concluded that
there was a fair degree of "misassignment."

"In the first placP_, courses in the sciences, mathematics and
humanities, for which the appropriate majors cannot be found,

, are primarily surffed from the ranks of the social studies
and elementary education majors wherever possible... The re-
sult of filling these shortages in the other areas results
in a particularly large deficit of appropriate majors for the
elementary grades. Howeve-r, the principals of the elementary
schools fill their openings mainly from the ranks of that re-
latively abundanL major - social studies. Thus Eastmet's
schools showed 38% of its social studies majors teaching in
the elementary grades; Midmet showed 48% in that category;
South - 29%; and Westmet - over 54%.

On the other hand, the premise appears to be that virtually
any major tends to have ad luate training for 'servicing'
courses in the social studies. Thus, the junior high schools
filled their social studies openings primarily by utilizing
elementary education and miscellaneous majors as well as human-
ities majors (Hil. Levin 1968, pp. 5-33)."

In other w.1,rds, particularly in large city schools, it is not
accurate to assume that teachers are assigned to the subjects or
levels for which etay have been prepared. Clearly, the quality of
teachers' education should not be expected to affect teachers' per-
formance or studentsv achievement if the teachers who are hired and
assigned for any given position have not been prepared to teach
either that level or that subject.
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A further consideration in determining the relation between the
quality of teacher education and the performance of tale teacher in

service is the.teacher's perception of whether his preparation was or

mas not an Important influence on him. In 1961 Columbia University
conducted a national survey of 1500 teachers in grades 1 - 6. Respon-
dents were asked to indicate on a four-point scale the extent to

which they felt a number of specific items had influenced their be-

liefs and opinions regarding the teaching of reading. For all of the

teachets, the most important influence was the reading series and

teachers' manuals used in the school: 59% of the teachers of grade
1, 67% of the grade 2 and 3 teachers, and 58% of the grade 4 - 6

teachers considered these very important (Columbia University, 1961)

The two other items most frequently mentioned as very tmportant

were: 1) the teacher's own reading of articles or books on reading;

and 2) practice teaching connected with the teachers' college.
Undergraduate courses in teachers' colleges were thought to be very

tmportant by 39% of the teachers in grades 1 - 3 and 30% of those

teaching grades 4 - 6. Summer or graduate courses were considered

very Important by about one-third of the teachers. At least three-
fourths of the teachers thought their undergraduate courses were of

at least some importance, while approximately two-thirds thought
that summer or graduate courses were of some importance. Even when

the "very important" and "somewhat important" categories are combined,

reading series and teachers' manuals, practice teaching, and indepen-

dent reading of books and articles on reading were considered to be

more influential than coursework

One other study also indicates the secondary importance of course-

work in the preparation of the teacher of reading (Barton and Wilder,

1964). Neither the Barton and Wilder nor the Columbia University

study can be accepted as indicating that a teacher's undergraduate
education would still be regarded as;of lesser importance than other

influences in 1970, however. If the-Kies (1970) conclusion, that

there have been significant changes in the quality and extent of teach-

er education in the past decade is accepteds then it may be misleading

to accept the results of studies reported in 1961 and 1964. Since no

studies comparable to the Barton and Wilder and the Columbia study

were conducted at a later date, there is no way to determine whether

or not these results may be considered valid today.

Several studies report that specific kinds of preservice or in-

service training do affect the behavior of the teachers involved.

While in only one of these studies was the effect of these teacher

behavioral changes on students' reading achievement examined, in that

study some positive effects were notes (Heilman, 1966).

Kelly (1969) compared the effectiveness of a simulation type of

inservice education program on teacher awareness of pupil's instruc-
tional reading levels in relation to the time of the school year
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that the training was conducted. Specific simulation processes,
including sound films, audio tapes, overhead transparencies and
instructional booklets, provided teachers with a knowledge of,
and an ability to administer, an informal reading inventory. The
effectiveness of the teacher's informal inventory was measured by
comparing it to the results of the McCracken's Standard Reading
Inventory. The findings indicated that this type of inservic.e pro-
gram had short term effectiveness when conducted before the 5chool
year began. Teache who participated in the program were AO mere
aware of pupils' in, :uctional levels later in the school :-ar than
were those who did not participate (Kelly, 1969). Utsey 1,!--.d simu-

lation to prepare approximately 200 students enrolled in a) elemen-
tary reading methods course to use an informal reading invlottory
(Utsey, 1966). After training, the students were able to L'entify
correctly the independent, instructional, and frustration ri-Aing
levels -with a 92% accuracy. Although no comparison control group
was used in this study, the students tested in a previous study
were able to identify these levels with only a 42% accuracy.

Steen and Lipe (1970) reported on the results of the PLAN
teacher training program. "The purpose of the PLAN Teacher Train-
ing Program is to provide training for the teachers in skills speci-
fic to the use of the PLAN systen of individualized instruction
(pp. 1-2)." The skills of managerial, organizational, counseling
and tutoring techniques were assumed to be essential for the opera-
tio.n of the individualized approach to education called PLAN. It

was hypothesized that PLAN teachers would spend more time than
control teachers in diagnostic and didactic inquiry, decision facil-
itating, leading small group discussion, tutoring in a small group,
and giving positive verbal or nonverbal messages. It was also
hypothesized that control teachers would spend more time than PLAN
teachers providing content in small or large group discussion,
giving verbal or non-verbal messages, managing records, managing
learning materials and equipment, ard interactling ^ 1117,7e

group of students. Observation teac,hrer behavior supporteE
the hypotheses that the specially trained PLAN teachers would spend
more time in diagnostic and didactic inquiry, decision facilitating,
tutoring in small groups, and use of positive responses. Control
teachers spent more time managing learning materials, giving nega-
tive responses, instructing large groups, and providing content.
On the basis of these preliminary findings it was concluded that
PLAN teachers showed behavioral changes in the desired directions.

Sawyer and Taylor established 15 teaching practices as goals
for an inservice education program for 60 elementary and junior
high school teachers. These teaching practices included knowRedge
of materials, effective use of materials, balanced program use of
student experience, and individual differences and diagnoses
(Sawyer, 1968). Evaluation of all 15 teaching practices at the
beginning and end of the program ineicated that the program was
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effective in bringing about the desired teacher behavior. Elemen-
tary teachers gained most in knowledge of appropriate instruction-
al material, encouraging free reading, and sharing materials with

other teachers. The junior high school teachers made the greatest
increases in knowledge of appropriate instructional material, under-
standing the reading process, ability to diagnose reading problems,

and attention to individual differences.

Heilman investigated the effect of an intensive inservice pro-

gram on teachers' classroom behavior and students' reading achieve-

ment (Heilman, 1966). Az a result of the inservice education, the
teachers reported an increase in:, 1) teacher awareness of Eex
differences in learning to read; 2) teacher efforts to devise moti-

vating experiences for boys; 3) teacher emphasis on oLgoing diagnosis;
4) emphasis on pupil reading of material other than basal materials;

6) teacher writing of experience stories for individual pupils; and
7) recognition of the teachers' need for reading the professional
literature related to reading instruction. Analysis of the pupils'

Stanford Achievement Test results showed no significant differences
in reading achievement between pupils of teachers in the control

group and those receiving the special inservice education. Fol./ever,

when the boys' scores were examined separately from the girls'

scores, a difference was noted. The mean achievement of boys in
the experimental teacher group exceeded that of the boys in the
control teacher group on each of the five reading subtests, and the

mean score of the boys in the experimental group exceeded that of the
girls in both groups on the vocabulary subtest.

Borg (1969) presents data collected from Minicourse I, a pro-

gram designed to bring about changes in 12 specific teacher behav-

iors relating to the rhods ,er tn conducting a class

yr' lessou. The behaviors under examination included re-

direction, prompting, clarification, and proportion of teacher talk.

Fourth, fifth and sixth grade teachers were pre- and post-tested

for these specific skills, and the authmm reports that the teachers

showed behavioral changes in the desired directions.

These studies all seem to point to thte same conclmsiom, a

training prograM Can affect a teachees-performance. However, it

is difficult to generalize from these Smidles, In all4A the
studies which have been discussed, thesamIples were very small and

might or'might not have been representa=ive of the teacher popula-

tion as a whole. 'Furthermore, with the_eeption of the Borg study,
there was no followup to determine whether the effects were sustain-

ed over one or several years. Even in =5iie Borg study the followup

was done such a short time after the inatial testing (four months
lpter) that it cannot be-taken to be ven7y meaningful evidence of

sustaining change.: It is pcssible, giweal the variety of behaviors

that were focused on and:the fact that-a-Al the programs necessitated

special attention to.be given to.the pa=ticipants, that the Hawthorne
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effect would explain many or all of the observed changes.

Moire important, perhaps, is the fact that none of these stu-.
dies, either individually or together, indicates what teaching be-
haviors are desirable. It is hardly a surprising finding that
human behavior, be it a teacher's or anyone else's, is learned
and is therefore subject to change and relearning; but clearly
this is not all that needs to be known. If the primary concern
is with increasing the level of reading achievement, the first
task of teacher preparation should be the identification of a
teacher's classroom behavior which will directly bear on students'
reading achievement. Once those dimensions are defined and under-
stood, then it becomes appropriate to attempt to translate the
processes for learning those behaviors into a teacher's education.

The -_-.7-1-isting research appears to have approached this whole
issue from another direction. Because teacher training is a re-
latively easy variable to manipulate, researchers have apparently
assumed that by assessing the effects of a variety of training
techniques, the essential aspects of training will emerge. This
has not been the result. Rather, a range of relationships has
been demonstrated to exist, none of which appears as any more
necessary, desirable, or appropriate than any other.

Because none of the studies dealing with the relat:
between teacher training and teacher performance have tv _u _o in-
vestigate with what circumstances, with what teachers, or with
what students any given teaching behavior might be most effective-
ly applied, it is yet unknown what the relationship is between teach-
er performance and students' reading achievement. To try to under-
stand cnis relationship, it is necessary to examine the research
which deals with teacher characteristics and the effect of these
on students' performance.

Teacher characteristics and their relationship to student
performance.- One common assumption made about the teacher popula-
tion is that it is predominantly female. Statistics indicate .the
validity of this assumption. Of all the teachers in public schools
throughout the United States, 69% were women (National Education
Association, 1967). Of those 69%, 47% teach at the elementary
level and 22% at the secondary level. Of ihe 31% of the teachers
who are men, 5% teach in elementary grades while 26% teach in the
secondary grades. The distribution of teachers by sex for each
of the four regions of the country appears to be about the same
(of the 69% of the female teachers, 16% teach in the Northeast,
17% in the Southeast, 20% in theMid-states and 16% in the Wst; of
the 31% of the male teachers, 8% teach in the Northeast, 5% in the
Southeast, 9% in the Mid-states,. and 9% in the West). Unfortunately,
there is no comparable survey containing this information specifi-
cally for reading teachers.
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A. national survey of public school reading teachers in grades

one through six indicated an even higher percentage of female
teachers than for the teacher population as a whole (Columbia

University, 1961). This 1961 study found that 88% of the teachers

in grade 1, 91% of the teachers in grades 2 and 3, and 77% of the

teachers of grades 4 through 6 were female. A study of reading

teachers in four Standard Metropolitan Areas (one from each region

of the country) indicates that 61% of the teachers in "Eastmet"

were female, 69% in the "Midmet", 74% in the "Southmet" and 67%

in the "Westmet" (Levin, 1968). The data also suggest that read-

ing specialists were predominantly female. In a survey of reading

specialists in 15 states (unspecified) 93% of the respondents were

female (Oyster, 1967). However, Maxwell (1967) found in a survey

of the wmbers of the College Reading Association, about 61% of

the college reading teachers were men. The several studies of the

sex distribution of the teacher population suggest the generaliza-

tions that elementary reading teachers are overwhelmingly female

and secondary reading teachers (and probably reading specialists)

are largely female, but less than half of college reading teachers

or administrators are female.

The age and experience distributions of the teacher popula-

tion in the United States provided by the 1967 NEA survey re-

port that 34% were under 30 years of age, 23% were between 30 and

39, 17% were between 40 and 49, and 26% were over 50. The mean

years of teaching experience was 11.8 years. Men had a mean of

9.0 years of experience while women had a mean of 13.4 years. In

the southeast, the mean years of experience of teachers is higher

(14%) than in any other region. More than half of all U.S. teach-
ers with only one or two years experience (54%) were teaching in

the secondary schools.

No information was available with regard to the age distribu-

tion of reading teachers in particular, except for what ray be

deduced frm information con;:erning the'extent of teaching, experi-

ende Of reading teacherv. Fourteen percent of the teachers in
grade 1,':18% ingrades 2 or 3, and 8%.in grades 4 through 6 have

had only twoyears or less of teaching experience. .Wenty-two

percent 'of the'teachers.in grade 1, 17% in grades 2 or 3, and 18%

of thOse in grades 4 through 6 have had 25 or more years of experi-

ende(Columbia University, 1961). A comparison with a survey.of

readtag teathers at both elementary and secondary levels (compara-

bility is. liMited since the survey of teachers'in grades 1 throvgh

6 was-a national sample while the survey of reading teachers which

includes the secondary level is a sample only of Indiana teachers)
suggested,that secondary reading teachers are generally younger

than elementary reading teachers (Farr et al., 1969).

Apparently, c011ege reading teachers have less teaching ex-

perience than either teachers as a whole or reading teachers as
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as a whole. Forty-eight percent of the College Reading Association
membership holding doctoral degrees (and 47% without the Ph.D.)

have had no years of professional experience in reading. Orly 12%
of those with doctoral degrees and 7% of those with lesser degrees

have had more than 10 years professional experience in reading
(MAxwe11, 1967).

There do not appear to be any large regional differences in
teaching experience, at least as far as large cities are concerned.

The mean number of years of teaching experience was 11.6 in
"Eastmet", 11.5% in "Midmet", 9.1% in "Southmet", and 11.7 in
"Westmet" (H.M. Levin, 1968).

The literature provides very limited information about the
ethnicity or the socioeconomic status of the reading teacher popu-

lation. Some information zbout teachers' socioeconomic status
comes from the Levin study. The average parents' income of teach-

ers in "Eastmet" was $7,190, $6,999 in "Midmet", $5,840 in "South-
met", and $7,073 in "Westmet". These data suggest that at least
for teachers in the large cities, the socioeconomic background of
teachers was about the same for all regions of the United States

with the possible exception of the south, where teachers seem to

come from slightly lower socioeconomic status than elsewhere in

the country. However, Levin reported a significant regional dif-
ference in terms of teacher ethnicity. Seventy-two percent of

the teachers in "Eastmet" were white, 76% in "Midmet", 79% in
"Westmet", but only 36% in "Southmet". This becomes especially
striking when it is compared to the ethnicity of the students in

those areas. Twenty-two percent of the students in "Eastmet"

were white, 21% in "Midmet", 23% in "Westmet", and 8% in "Southmet"

(H.M. Levin, 1968), In other words, there are more black teachers
teaching black students in the 3outh than elsewhere in the country.

It is not clear what significance or meaning such demographic

information concerning the nature of the teacher population has in

terms of pupil achievement. There is a good deal of speculation
but very little objective documentation. For example, the psycho-
logical soundness of the preponderance of female teachers is ques-

tioned by the statement, "It might well be asked if it would not

be better to have more men in remedial work, since the incidence

of boys to girls is greater in remedial reading classes... (Oyster,

1966 p. 455)." However, such hypotheses have not been systemati-

cally tested. Researchers often provide demographic information

for their samples, but it is provided apparently more for descrip-

tive than analytic purposes. Researchers also often control for
demographic variables in the analysis of whatever, other independent

and dependent variables they might be examining, apparently assum-

ing some effect of demographic variables. But demographic variables
have rarely, if ever, been considered as primary independent vari-

ables in their own right.
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A number of studies have attempted to investigate the effect
of a variety of other teacher characteristics on students' achieve-
ment. However, such a wide range of characteristics has been in--
vestigated that there exists very little cohesiveness or compara-
bility among the studies.

The findings of several studies suggest that both a relatively
high level of verbal facility and empathy for the needs of the stu-
dents are crucial in terms of student achievement. In the study of
four metropolitan regions, Levin examined the verbal performance of
teachers and obtained the following results: 1) the average verbal
score of teachers in the Southmet region was considerably below
those of Eastmet, Midmet, and Westmet; 2) higher verbal facility
was significantly associated with higher amounts of education;
3) humanities majors showed the highest verbal performances followed
by social studies science and mathematics majors (the lowest verbal
scores were associated with miscellaneous and elementary education
majors); 4) female teachers and those from urban background were
higher in measured verbal skills, while nonwhite teachers showed
lower performance levels; and 5) a highly significant association
was found to exist between teachers' attitudes towards special (

education provisions for disadvantaged children and teacher verbal
facility. Levin concluded, "In short, de appears that the teachers
with the highest verbal performances were the ones who were most
sympathetic to the special needs of the ghetto child (N.M. Levin,
1968, p. 3-49,54)." In a second study, Levin applied cost-effective-
ness analysis to decisions on teacher recruitment and retention.
Evidence relating teacher characteristics to student achievement
was combined with data on the cost of obtaining teachers with dif-
ferent characteristics. This evaluation suggested that recruiting
and retaining teachers with higher verbal scores was five to ten
times as effective per dollar of teacher expenditure la raising
achievement scores of students then was the strategy of obtaining
teachers with more experience. "For each additional point of teach-
er verbal score, the Negro students showed an increment of .175
points and the white students an increment of .179 points in student
verbal score. For each additional year of teacher experience, the
test scores of Negro students were about .108 points higher and the
tast scores of white students were about .060 poiets higher"
(H.M. Levin, 1970, p. 29). These data suggested that teacher verbal
ability contributed more to students' reading achievement for both
white and black children than did teacher experience.

The importance of a teacher's verbal behavior was also reflected
in a study by Amidon and Giammatteo (1965). In this study, the ver-
bal 'behavior patterns of superior teachers were compared with those
of average teachers and were found to differ substantially. The
superior teachers talked about 40%.of their total classroom time,
while the average grout, talked about 52% of the time. The superior
teachers were reported to be more accepting of pupil-initiated ideas,



tended to encourage such ideas more, and made a greater effort to build
on these ideas than the average teachers. The study did not specify
the criteria principals used to select the superior teacher, nor was
there evidence presented concerning pupil achievement of the superior
and average teachers.

Chan and Feldman (1966h) investigated the interrelationship of
level of prereading skills, the reading method used in the class, the
teacher's implementation of that method, and reading achievement at the
end of first grade. Eighty-three teacher characteristics, representing
teaching style and teaching methods, were explored for 14 teadhers
using an eclectic basal-reading method. The authors reported that the
teacher characteristics that had a positive relationship to pupil reading
achievement were a thinking approach to learning, a symbo-sound emphasis
And appropriateness of the lesson. In a subsidiary analysis to assess
what the teacher ratings were measuring, the most important behaviors of
the more successful teachers were attention to individual differences,
encouragement of pupil participation, and mixing methods according to
the situation. Turner (1967) examined a variety of teacher character-
istics to determne the effect of a particular characteristic on.a
teacher's success. The teachers who had difficulty in teaching reading
were reported to he lacking organization, warmth, or friendliness; a
high level of imaginative behavior; and a favorable attitude toward
democratic pupil practices. This study and the Chall and Feldman study
suggest that success in the teaching of reading depends on the teacher's
ability and flexibility in communicating to the students (warmth,
friendliness, attention to individual differences) and ability to en-
courage students' communication back to the teacher (encouragement of
pupil participation, democratic pupil practices).

TWo other studies also suggested that a teacher's attitudes towards
students affected pupil's reading achievement. Goldenberg, in an effort
to assess how teachers viewed and responded to their children, investi-
gated the ways in which suburban teachers dealt with different groups of
beginning readers (1969). The results indicated that most of the teach-
ers spent more time teaching reading to the higher-ranked groups than
to the lower-ranked groups. In almost every instance, the amount of
time spent with a group varied directly with the "status" of the partic-
ular group. These results suggested that the teachers found it easier
to communicate with and to help the brighter, quicker students. Lipton
(1968) examined the relationship between the gains in reading achieve-
ment of children with reading disabilities and the degree to which their
teachers manifested social and cognitive rigidity. Significantidiffer-
ences were noted, among the results described, only between the cognitive
rigidity patterns of teachers (as measured by a dogmatism scale) and the
students' reading achievement, with low cognitive rigidity leading to
more gains.

In a review of nine studies dealing with the generality of teacher
effects on student achievement, Rosenshine observed that there was a

20
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lack of information from well controlled studies from which to make any
conclusion concerning either teacher consistency or the stability and
effects of teacher consistency on student achievement gain scores (1970).
Gage observed that the stable teacher characteristics of aptitude, mari-
tal status, years of education, and number of courses in a given field,
when correlated with unstable residual gain measures, had repeatedly
produced correlations which were insignificant, inconsistent, and gener-
ally lacking in either psychological or educational meaning (1963).

Although studies dealing with the relationship of teacher Character-
istics to pupil reading achievement present data on limited samples and
do not investigate identical characteristics or outcomes, the two char-
acteristics of "verbal facility", and "flexibiliLy or sensitivity" in
dealing with a variety of pupils, seem to emerge. The implications of
these findings are that the most effective teacher of reading may be one
who can relate to the pupils in ways which are meaningful and intelli-
gible to the students. Two subgroups emerge: one group of effective
teachers would be those who have a high level of verbal facility and
flexible attitudes, so that they can teach students of background and/or
abilities different from theirs (H. M. Levin, 1970); the other group
(Greenleigh Associates, 1966; Hassinger, 1969; Briscoe, 1969) by virtue
of their background and experience, would be able to communicate with
certain diverse groups of students with whom many white, middle-class
teachers have difficulty.

On the basis of the research reviewed, no definitive conclusions
may be drawn about the relationships between teacher preparation,

ceacher performance, and students' reading achievement. The existing
research does suggest certain priorities and directions for future re-
search efforts. Top priority should be given to precise definition of
a model which will provide reliable description and analysis of the
contents and interactions of the input, process, and output variables

of an educational program. The apparent assumption that 'a. teacher is

a teacher is a teacher in any situation" has prevented obtaining answers

to such questions as: which teachers are most effective in what situa-

tions and why? The quest for one best teaching behavior, one best set
of education requirements, or one best method of teacher education,

seems to ignore the fact that the teacher and the student exist within

a large and complex context. A satisfactory knowledge base may be
developed only from the context and the interactions among the variables

of society, school, teachers, and students.

Summary

The purpose of this review of the published literature was to
determine whether there was documented evidence to describe adequately

the nature, extent and effects of teacher education for those who teach

reading. To facilitate a summarization of the task, the following
specific questions were proposed:

2'21



1. What are the (state) certification requirements for the
preparation of teachers of reading in the 50 states and
the District of Columbia?

2. What are the current practices of institutions preparing
those who teach reading (among four-year institutions
which prepare at least 100 elementary teachers every year)?

3. What are the certification requirements for the prepara-
tion of reading specialists?

4. What methods of teacher preparation are employed by educa-
tional institutions to meet the certification requirements
of teachers and specialists in reading instruction?

5. What pre- and inservice education for teachers and special-
ists in reading is provided or required by local educa-
tional agencies?

6. What evidence exists that there are relationships between
teachers' preparation, how teachers teach, and how their
students achieve in reading?

The following highlights of the review of the literature illus-
trate the extent to which evidence exists to answer the foregoing
questions:

To provide a statutory background for the certification require-
ments of the states, the education code of each state was reviewed
to determine the nature and extent of the laws which might pertain
to the teaching of reading. Most states (28) do not have laws that
mention reading as a specific requirement, although 16 of these
states have statutes which require instruction in specific subjects.
Twenty-three states have legislation requiring that reading be taught
in the schools. None of the state education codes require specific
materials, time or methods of instruction for reading or any other
subject. The education codes tend to be quite consistent in assign-
ing the determination of such requirements to the state board of
education and/or the governing board of the local school district.

All 50 states and the District of Columbia have statutes which
require licensing-or certification::of teachers; however, almost all
stateajlave made:prOvisionSte grant probatiOnary:credentials f0r.
-those who have riot met' the regular credential:requirements iri.the'
eVent no.,fully,credentialled teaChere are available. AlthOUgh only
one state has.astatute specifying, the Certificationof reading
teachers, 22:have made provision-for the state:board of education
to issue "special" certificates for certain subjects or fields as
deemed necessary.

The state education codes provide a broad framework for the
establishment, governance and operation Cif the public schools but
generallTdo not make specific. requirements,for the content, mater-
ials, methods, or teacher certification related to the teaching of
reading.
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What are the State certification segmlsemensci for those'who
teach'readingy All states require professional school personnel
who teach in the public schools to hold certificates issued by the
legal authority. In all but four states a minimum of a Bachelor's
degree is required for elementary and secondaty credentials. While
the predomtnant practice is to "endorse" the fields of preparation
on the secondary teachine certificates, such endorsement is not

found in the issuance of elementary credentials. The credential
requirements are commonly stated in terms of degrees or amount of
academic preparation with extensive use of "approved programs" of
training institutions as the means by which teachers may be certi-
fied.

The literature contains conflicting and ambiguous information
conLefinirT the incidence of realing and reading-related courses re-
quirts& for- elementary and secondary certification. The extensive

'_Ise of the "approved program" a;pproach to certification makes it
impossible to form definitive cnnclusions regarding the presence
or absen=e of reading requirements.

The review of tae existing literature indicates tbat it is
not possible to adequately describe the nature and extent of the

preparation of elementary and secondary teachers to teach reading
from the reports of state certifitation requirements.

The available literature suggests that States designate spe-
tialiats in reading by a variety of titles, endorsements or-;:creden-

-tials': :rhe common certifitation requirement is in terms of courses
of,particUlar title or tontent, with the majority of states also

spetifying, teachingexperience. The'requirements for all:states
Are described in SUch-.a variahl&and imonsistent manner that ex-

plitlt tOnclUsiOnsare impossible. .The only conclusions that may

be made Are thatr'nO apparent regional-trends eXistand no -common
Criteria Are used by all states far:the'rcertification of reading
specialists.

:Whatare the current practices bfAnstitutionspreparing those

WhOteathreading?Since the review of:the literatureHrevealed no
current national SuMmarization,bf'the offerings and'requirements of
inatitntiOns providing teathereducation programs, the published
tatalogs'frOM 374 Of theanatitutiOns wereused As the source of
-the MOSt:turrent information. Institutional requirenents and offer-

ings for teacher preparation in reading were specified in the cata.,

logs of 324 inatitutions in 49 states and the District of Columbia.

Sixty-four percent of the institutions required a separate
reading-methodscourbe involVing from two to three semester hours
Of atudy'in the:Undergraduate preparation Of elementary teachers.
Dne-thirdof the inatitutions:required an integrated reading -
language arts course or a generalmethOds course which. included
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reading for elementary teachers, Twelve percent of the institutions
required some form of practical experience or practice teaching con-
currently with the required reading courses for the elementary teach-
er. Only three percent of the institutions listed no reading-methods
course requirement for the preparation of the elementary teacher.
In addition, 47% of the institutions required those preparing for
elementary teaching to take a course in children's literature. All
institutions preparing el.mientary teachers require practice teaching
which involved 6 to 16 sem,....,L,1; houis generally to be accomplished
in the senior year.

The cacalog-specified 1,...4nizament- of secondary teachem for
preparation in reading were 1.gut-.3icartay less than the requtrements
for the elementary teachers. 4vrough 3nly six percent requlred a
reading-methods course, near:5 f5GV. of the institutions offered one
or more courses in reading methuas at =be secondary level. While
the requirements related to rea4234: we=e small, a variety of offer-
ings including clinics, intern paagram=,and an array of graduate
courses were available but noe required:for those preparing for
secondary teaching.

During the past decade, there appears to have been a very slight
change in the requirements of institutions that prepare teachers
for elementary and secondary certification. In 1960, as in 1970,
the most frequent requirementZfor certification as a regular elemen-
tary or secondary teacher was one course in reading and/or language
arts. The institutional requirements for preparation in reading
increased slightly for the elementary teacher, while there was a
slight decline in the reading course requirements for secondary
teachers.

The survey data are not adequate to answer the question of the
contents and methods used by institutions to prepare teachers for
the instruction of reading. The available information is restricted
to courses and semester hours of instruction, and no comprehensive
information is available concerning the specific contents, methods
and outcames of the teacher education programs.

Whit prenaratidn'for teachers or Specialista in yeading'ia
required or-:ProVided btlocal educational agencies? A survey of the
20 largestcities:in the United States reVealed that all of'the 17
reaponding cities etploy sOme type of special reading teacher.
Therela wide veridtiOn'inthepreparation'requirements for these
special teachers of -reading"which commonly do not relate to the
state'certification requirements. More than half of the cities do
not require any academic preparation beyond the:regular state certi-
ficationfor any or*me'of the special reading teadhers. At the
same tithe, apprOxiMately'Onettird of 'the citiea requite or provide
inserviCe education, and 10% Of theniajor cities surveyed'have
indicated'adoption of the IRA reqUirements for reading specialists.
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The major cities appear to rely on inservice observation and prep-
aration for both the selection and designation of specialists in
reading. Successful experience as a teacher of reading is a common
requirement for those who are designated as specialists or teachers
of reading in the local educational agency.

Neither the reviewed literature nor the documents provided
from a sample of the major cities supplied sufficient information
to determine adequately the practic2s and requirements of local
educational agencies for the preps_a-zion and function of locally
designated teachers and specialists Ln reading.

The surveys reviewed in the literature suggest that profes-
sional school personnel commonly perceive the need for more assis-
tance in providing for the students with reading disability. Indeed,
the surveys suggest that between 50% and 60% of the students identi-
fied as having reading problems were not receiving special assis-
tance. Those involved in the preparation of teachers have observed
from the survey data that the nature and extent of the preparation
in the teaching of reading are inadequate and far less than the pro-
fessional reading association recommends. The limited surveys of
special ethnic and cultural student populations provide incomplete
but suggestive indication that special problems in reading and lan-
guage development for these groups are to a great extent receiving
little attention or assistance. Unfortunately,the literature does
not provide comprehensive information concerning the preparation
and characteristics of those who teach and provide special assis-
tance in reading to pupils with various needs in all regions of the
nation.

What is the relationship between teacher preparation, teacher
performance and student achievement in reading? The review of the
literature failed to provide adequate evidence to answer these im-
portant questions concerning teacher effect on student achievement
in reading. The lack of evidence from the literature is not due
to a dearth of surveys, writings,and investigations. On the con-
trary, the volume of literature concerning reading is among the
most extensive in the field of education. A substantial obstacle
to obtaining answers to these questions has been the limited or
inadequate design of the investigations to account for multiple
variables which interact in a system of education.

Although no definitive conclusions concerning the relation-
ships of teacher preparation, teacher performance,and student
achievement can be made, some of the studies suggest that verbal
facility, flexibility, and empathy for individual learners are
more important teacher characteristics than the degrees and courses
acquired in academic preparation. Other studies amplify these
suggestions with the observations that pupils from diverse ethnic
and cultural backgrounds may be understood and communicated with
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effectively in a learning situation by those who understana_and
share such experiences by virtue of their own background.

The research and analysis reported in the USOE publication,
"Do Teachers Make A Difference?" suggest the new developmi_nts
needed n research concerning educational systems. Gagne comtri-
bv7%es to this publication by.analyzing the shortcomings of previous
research with the statement:

"If an administrator or policymaker asks the question, 'What
do teacher characteristics have to do with the outcomes of
school learning," the answer should be- "We have no way of
answering that question at present. First, we have no measure
of learning outcome worthy of the mame.- Second, we have in-
adequate measures of input. And third, even if we had such
measures, the question about teacher characteristics should
not be asked until we know better what processes the teacher
is employing to insure learning (United States Office of
Education, 1970, p. 172)"

There appears to be a growing acceptance that future education-
al research must be designed to explain the model of the system of
education that includes input, process,and output variables.

At the outset it was stated that the requirements and programs
for teacher education are the product of an extremely complex system
of institutions and people. The inability of the existing research
to provide definitive answers to the questions proposed appears to
be partially explained by the design of the investigations which
commonly used correlational analyses of single variables of student
or teacher characteristics. The principle of parsimony appears to
be reflected in the designs of the majority of investigations which
have sought the one best set of requirements for teachers, the one
best teaching behavior, or the one best method of preparing teachers.
Surveys and research studies hsve commonly identified an array of
demographic differences among teachers and students but have not
investigated the interactions of the multiple variables in an educa-
tional system. From this review of the literature, it appears clear
that reliable description and understanding of the complex system of
education will depend on future research which investigates the con-
text, input, processland output interactions among the variables of
students, teachers, schools, and society.
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CHAPTER VI

SUMMARY AND FICAPITULAN

The work done in this :roject has invoLled both an extensive
and intensive examination of the 11terature-mlevant to three
problems in the field of reading:

1) the determination of the extent andidistribution of
the national "reading problem";

2) the determination of the "use freclaincy" And "use
distribution" of instructional metkerids, approaches,
procedures, materials, and eqmipmnnt_for reading
instruction; and

3) a description of the nature and extent af current
practice in teacher training in the Eield of
reading.

The extensiveness of the. literature sear:ails indicated,
first, by the size of the bibliography whicE numbers approxi-
mately 1800 items. This bibliography contai:s all source docu-
ments reviewed critically by a committee of reader-evaluators,
plus those secondary documents read as general background
information by the authors of the synthesis statements con-
tained in this report. Secondly, the source documents listed
in the bibliography are only those which survived the examina-
tion of a committee of acknowledged experts who reviewed source
lists (described in Chapter 2) containing thousands of document
abstracts and titles.

-iThe intensivenesa of the:examination is indicated bythe
faCt-that all source doCUments listed were reviewed by
cOmMittee ofreaderevaluatorS, using:a'model for revieW (the
Gephart Model) which perMitted the-prOfiling'or rating -of the:
elementa Of eadhOf the dOcuMentsatCordingto.three dimensions:
representatiVeness of the population stUdied, treatment, And
MeASUrement.' TWo hundred'sOurcedoCuments.Were-read 111(161)0-

pairs of:readers -(ad destribectin Chapter 2): andthe
cOngrUency Of their ijudgments'has been shown to be significantly
high:On appropriate elements Of the profiling procedure

This literature review may be the most extensive ever
conducted in the field of reading on the relevant topics, and
is probably the only one which has had the intensiveness ,!-f'
analysis described here.

It would be redundant to summarize again the discussions,
summarizations, and recommendations of the results of the
literature review, which are contained in Chapters 3, 4, and 5.



Those chapters document the existence of a national reading
problem of significant size, particularly among certain popula-
tion subgroups, and describe the personnel and material resources
used to teach reading in the United States. It is appropriate,
however, to summarize briefly the findings of the project, one
of three funded as part of the USOE Targeted Research and Develop-
ment Program la Reading,-as they relate to those basic assump-
tions listed belaw which underlie all three projects:

1. Improvement in reading seems to have reached a plateau;
2. Differing methods for teaching reading do not produce

significantly different results;
3. A broadly accepted model of reading, showing its con-

stituent elements and their interactions, does not
exist;

4. Summaries of research on reading indicate that most of
the research in the field has been done in a manner
that prohibits synthesis;

5. Previous attempts to concentrate emphasis on reading,
undertaken on the part of funding agencies, have pro-
duced proposals for research on parts of the problem
with little hope for cumulative solution of the total
problem (gephart, 1970a, pp. 2-3).

Has improvement in .rs. reached a plateau? We do not
think the literature surveyed for this project supports this as
a general assumption. The answer depends, in part, on what
sub-questions are asked to define the main question.

If the question isexamined'from the standpoint of improve-
ment in reading achievement,-the work of Gates (1961a) and
Schrader (1968) suggest,-at least tentative4, that the'reading
ability of pupils:in the'public schools may have improved"over
the last few-decades. RecentPopulationReports of theA3ureau
Of the Census indicate that illiteracy, on the Tlhole, has de-
clined in the'JJnitedStates,duringseveraldeCades, despite a
significant inereas&inthepopUlationHitself. HoweVer:, the
results ofHthislitetature'Lseardh7abundantlysupport the
position thatlow achievementinreadine, and-even illiteracy,
is a significant probleM:inHsements of the population.

Yfhe incidence:of teeding,problemsAn the:United States
(see-Chapter 3) amOngboththeschool:age ancLedult populations
is relate& to'ethnic anii-racialgroup membership, sOcioeconomic
factors,and-locationof residence,'-These and Other factors,
such as age, begin to describe the,groups in our population who
may be on a plateau of achievement and, thus, appropriate tar-
gets for intervention. lhe2.generalization that overall improve-
ment in reading achievement has reached a plateau:could be
supported only-When anclif aptiMUm effort has been'made to
effectuate appropriate developmental reading programs.for mem-
bers of these subgroups.',,.
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If the question of improvement in reading is examined fram

the standpoint of the methodologies used to teach reading, it

may be that a plateau has been reached. Most methods used to

teach reading (as they are generally described) have a long

history in American education. It is difficult to find in
current descriptions of same methods anything not described by

Huey in 1908. The examination of method-against-method reports
reviewed in this project showed few significant differences
(see Chapter 4) in achievement among the pupil population.

In those studies which did ascribe differences in achievement to

method, tbe differences tended, almost inevitably, to disappear

over time. And in spite of the researdh effort that has gone

into establishing the desirability for individualization in

education, most teachers continue to achieve that individualiza-

tion in teaching reading through the methodology of the basal

readers. This practice is no different in the decade of the

1960's than it was in the decade of the 1950's (Austin and

Morrison, 1963).

If the question of improvement is examined from the stand-

point of the availability of materials, it is apparent that the

American teacher has been offered an increasing over-abundance

of materials from which to select in the 1960's. The problem

Is with the selection from among these materials. Komoski (1971)

has indicated that there are too few field tests and learner-
verification tests in support of these meterials to know
whether or not there is an increase in value as well as increase

in abundance.

If the problem is examined from the standpoint of improve-

ment in teacher education, it is apparent from our survey of

the descriptions of couraes in reading instruction that there

has been little institutional response to the challenges of

AUifl end,Morrison (1961) to improve teacher education.

Same indicators of positive change do exist, however.

The work of such agencies as the Southwest Regional Educational

Laboratory and the Wisconsin Design for Reading Improvement, and

the engineered approach to the determination of the natural order

of words suggested by E.B. Coleman (1970), indicate new direc-

tions in the development and use of materials. The interest in

a performance-based teacher education curriculum as suggested by

the Nine Models Program and Weber State College, and the work of

H.M. Leviv (1970) in attempting to define the teacher variables

with highest payoff for the teaching of reading, are indicators

of a breakout from an assumed plateau.

Do different methods of teaching reading produce.signifi-

cantly_ different results? We believe that the assumption that

they do not is valid. Almost all of the methods used to teadh
rsading are concerned primarily with the beginning stages of

learning to read or with remedial work. The largest percentage
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of studies reviewed in this project WAS concerned with first-
grade pupils. Although, in some cases, experimental methods
showed siguificantly different results in reading achievement,
the studies are based on a variety of measuring instruments
not all measuring the same thing. Followup studies reviewed
in this project.indicated that any differences attributed to
method had inevitably disappeared by third or fourth grade
level.

One important prdblem in considering the validity of
the assumption that different methods do not achieve different
results is that it is difficult to control and monitor what
actually happened in a classroom. Teachers seem to create
their own eclectic methods for teaching reading, once the
classroom door is closed, and it is difficult to know what pro-
cedures they are actually using.

Does a broadly accepted model for the teachilag. of reading,
showing its constituent elements and their interactions, exist?
This question was beyond the scope of this project which was
not asked to look for an accepted model for the teaching of
reading, but for the most effective models utilized under
different conditions, with different groups. If acceptance is
defined as general use, however, it seems clear that most
teachers base instruction in reading upon use of some one of
the basal reading series, accepting an eclectic method. In
effect, the eclectic method is probably so eclectic that it is
no model at all.

Authorities in reading whose works were reviewed as back-
ground for this project all recommend an eclectic approach.
The organization and emphasis of.basal readers seems to respond
to thesocial.and politicaLvalues of the time as well as to
what is assuMed to be the best current nresearchn.in the field
of reading. .As a .reddlt, these.series.seem to be similar to a
significant degree.

Inviewof,the.present state of the art in the reported
literature onmethods of teaching reading,:this almost univer
sal adoptionofan eclectic approach seems extremely appropriate.
A broadl!vaccepted_model ofreading, showing its constituent
elements7Untheir Interactions, did not appear in our review
of the literature, however.

Has research in the field.of.reading been done in a manner
that TiFahrbitssynthesis? Those who participated in this pro-
ject sympathize with the problems of previous synthesizers in
the field of reading.- We..find that the literature typically
contains testimonials about programs. or techniques or reports
the results of research in a manner that is difficult to
synthesize. Most of the research on method,. for example, has
been based on the assumption that method alone makes a major
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difference in learning to read and has ignored or left uncontrolled
other significant variables such as learner and teacLer characteris-
tics. The reader-evaluators who worked in this project and the
authors of Chapters 3, 4, and 5 of this report point out that the
application of sophisticated statistical analyses to variables that
are vague, lack operational definition, and do not reflect the
complexity of the reading act is futile.

Chapters 3, 4, and 5 could better be called state-of-the-art
reports rather than syntheses of knowledge. Our agreement on the
state of the art in research in reading tends to confirm the basic
assumption that research, as reported, has been done in a manner
that, if not prohibiting synthesis, does make any synthesis
difficult and tenuous.

Have previous attqmpts to concentrate emphasis on raadine,
undertaken on the part of funding agencies, produced proposals for
researdh on parts of the problem with little hope:for cumulative
resolution of the problem? This is the basic assumption leading
to a justification for the Targeted Research and Development
Program in Reading. We can take no position on the assumption
because our project review did not include an analysis of these
proposals.

Penney and Rjelm (1970) report the history of the USOE's
support of reading research from 1957 to 1968, A staff study,
supplemented by outside consultative advice, of the results of
the USOE support recommended the application of a systematic
research planning technique similar to that utilized by the
National Cancer Institute for any future program of basic
research and theory-building for reading.

The intent of the recommendation was to make more orderly
the accumulation of knowledge about reading achievement and
reading instruction and to provide a mechanism for feeding such
knowledge into solution-oriented programs. Gephart (1970a)
detailed how such systematic planning might be used by the
USOE. As a portion of the implementation of the new research
planning technique,. Gephart and his advisors recommended, as
the first stage of the TDR Program, an immediate analysis of
the contents of the existing research literature and prepara-
tion of state-of-the-art syntheses. This recommendation was
accepted by the USOE and three major projects were funded.

The question posed to Project No, 3 by the United States
Office of Education was whether or not it was possible to
document from existing literature the status of the several
tasks posed to the project. This was to be accomplished by
the review of that literature in a manner which utilized a
defined and consistently applied set of standards. The
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standards suggested to be applied were those defined by Gephart
(1970a) as dimensions required of quality research. We have
applied those standards in an extensive review of the relevant
literature.

Documentation of the results of that review are described
in Chapters 2, 3, 4, and 5 of this report.
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APPENDIX A

REVIEW FORM, DIRECTIONS AND GENERAL

SUGGESTIONS TO PROJECT READERS

DIRECTIONS TO READERS

1. For the reference include, in complete detail, the following:

a. Author(s) (name(s) as given in article

b. Title (in full)
c. Journal
d. Volume
e. Issue
f. Date of publication
g. Page number(s) of article.

2. Scan the article quickly; decide whether or not the article

is relevant to the project. Complete questions 1 and 2 on cover

sheet. Circle appropriate description of article.

3. If answers to 1 and 2 are both negative, or if article is ir-

relevant to project, complete the cover page, write a brief ex-

planation on the. back of the cover sheet, indicating why the

questions are inappropriate and why the article ie being exclud-

ed, and complete the innovative ideas section on page 7.

4. If answer to either question 1 or 2 on cover is yes and arti-

cle is relevant to tasks cd project, complete entire form in the

following order: (NOTE: there will be exceptions. If, in your

opinion, an article shculd be included, review it - e.g., a theo-

retical paper on methods of teaching reading.)

Complete appropriate sections of search list;

. Read article again, reading carefully for real understand-

ing of what went on;
. Finish results section on page 5, including any relevant

numerical details;
d. Complete abstract on page 6. If a quality abstract is

available, reproduce, annotate or modify if necessary,

and attach. Abstract should be a verbal description of

the article;
e. Reproduce relevant data tables, annotate for both clari-

fication and interpretation; critique, and attach. List

tables on page 7;
. Complete innovative ideas section;



g. List additional bibliography in article on page 8;
h. Ccmpiete question III through "comments" on cover sheet.

.GENERAL SUGGESTIONS FOR READERS

1. Anytime you use quotes supply page numbers.

2. Search list is a quick guide to the contents of article. Fill
it in with verbal descriptions of how variables are measured as
well as with numerical descriptions of the categories into which
the sample fits. To complete relevant sections on search list,
provide quotes wherever possible.

3. Write in succinctly all relevant information. We have suggest-
ed categories, but responses should be modified to fit particular
articles wherever necessary.

Results section should, in general, be more comprehensive than
abstract section. Do not include specific results in the abstract
section. Abstract should contain general results and conclusions
author draWs from results. The two together should Present a ver-
bal (abstract) and numerical (results) description of the article.

5. Examine the relevant date.tables; reproduce,.,annotate and
attach relevant data tables to:establish their correepondence wl.th
the author's reported results'

6, II you are reading a relawk of theliterature, the bibliog
rephy shOuld:be searched for incluSiOn in Project.: if it is an
Important articlereplicatp the entire article and attach. If
not reprodUce:bibliOgraphy With annotations:where appropriate.
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REFEPENCE Name:

Date:

Hours spent:

Reject Accept

Is this a test of an *m,Dothesis? (experimental, quasi-expeTimental

or or demonstration only) :YES Na

L-II. Is this an answer to am empirical question? (survey, description,

exploratory question m- Teview of-Literature) YES 4U__ -...-

(Now Complete Search List Pans 2, 3, 4)

III. (Answer to Question II tmiyes) The hypothesis is supported by

the aut1tor'5 conclusioixes)?
Not Supported Somewhat Supported Supported

, IV. (Answer to Questions I or II is yes) Was the quality of the data

generation procedure Appropriate Inappropriate N. A

V. (Answer to Questions I or II is yes) Was the data analysis

Appropriate Inappropriate N. A

VI. This article describes the status of Task I Task II Task III

VII. Comments:
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Other
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LL Chinese
ML Other
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Other
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MM Other
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Name of Scale However Researcher
Describes:
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ALL MEASURES OF
LEARNER POTENTIAL

However Researcher
Describes:

Measure (A)

Mean
S.D.

Measure (B)

Mean
S.D.

Measu=e (C)

Mean
S.D.

Special Population
E.H.
E. MR.
Deaf
Blind
Other
Define:

Ability lomel of

-3--

ALL MEASURES OF
LEARNER ACHIEVEMENT

However Researcher
Describes:

Measure (4)

Mean
S.D.

Measure (B)

Mean

Is arlhievement based
on normative data?

If not, describe:

If author has identi
fied any reading sub-
skill, copy, annotate
and attach appropriate
pages.

rISTS OF INSTRUCTION
ME & MATERIALS

KITEE1

Meaning
Ehphasis

Code
Emphasis
Synthetic
Analytic

Linguistics
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AlDhabet

Responsive
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Programmed
Learning

Individual-
ized Reading

Language
Experience

Eclectic
or Author's own

Sullivan

SRA

EDL

Ginn

Scott.

Foresman

American
Books Co.
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Color

ITA

a_

Other (list)

Researcher's des-
cription of method,
use quotes or copy
and attach 'TYPE OF PROGad

Subjects:
Low Teather/Pupil Remedial
Average Ratio
High Corrective

Per Pupil Cost of
Other kinds of In-
formation:

Instruction Comparison of
Methods:

Developmental

Yes
Time Required to No
Teach Method

Materials

Special Equip.

Other
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Jr. College
College

231

4 - 1EVIDENCES OF
'TIEACHING .PER-

El:MANCE AS A
CONSEQUENCE OF
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State

Other

Beading Specialists
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Remedial
Corrective
Other

Reading Supervisors
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1
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ABSTRACT: Includes purpose, method, conclusion, and reviewer's critique
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List relevant tables, annotate for clarity and interpretation and attac.1
Data Tables included are:

Aside from the adequacy of the research, are there any innovative or useful
ideas contained in this study? (implications for future research, or ideas
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APPENDIX B

THE GEPHARI ORDINAL SCALES

FOR PROFILING THREE DIMENSIONS

OF RESEARCH QUALITY

ERRE2Reptativeness

R5 = The entire population was studied
R4 = Random selection from a specified population was employed to

determine which units were stadied
R3 = Purposive sampling from a specified population established

the group studied
R2 = Volunteers were studied
R1 = An unidentified group of subjects was studied

Treatment

T6 = A theoretically based treatment was administered and describ-
ed and controls were employed for mediating variables iden-
tified in the theory AND for variables extraneous to the

theory that might have an effect.
T5 = Same as T6 with the exception of the lack of controls for

extraneous variables.
T4 = Same as T6 with the exception of the lack of controls for

theory encompassed mediating variables and extraneous

variables.
T3 = No theory stated but the employed treatment described in

detail sufficient for replication.
T2 = Commonly known treatment administered but not described in

detail.
T1 = Something of an undescribed nature was experienced by the

units studied.

Measurement

M5 = Data were generated through the use of either a commercially
standardized or ad hoc instrument AND data are presented
which establish high validity and reliablity for its use in

this measurement task.
M4 = Data generated through the use of a commercially standayz)-

ized instrument and evidence presented indicating moderate
validity and reliability for this application.

M3 = Data generated through a commercially standardized test but
no evidence presented as to its validity and reliability for
this application.

2 44
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112 = Data generated through an ad hoc instrument and evidence of
moderate validity and reliability presented.

Mi = Data generated through an ad hoc instrument with either no
supporting evidence as to validity and reliability or evi-
dence indicating poor validity and reliability on either
a commercially standardized or ad hoc instrument.
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240 APPENDIX D

\'EARS OF SCHOOL COMPLETED BY PERSONS 14 YEARS OLD AND OVER. BY AGE RACE AND $EX.

FOR THE UNiTED STATES PARCH 1970

(P2umberI in thousandi. The Mirch 1970 s.rvey includeE 1.161,000 msmb.4s of 0* Arn*d Forcris us till United $tst. Iiwi*It off peat or pith tfISiv famthes

on post, but *iCudSS sU 2thSf mb.., DI thI f4ItISSd FOEC*4)

I
YEAtS OP ICWOOI. C0ItCTED

t -- I ,tDl*N

14*. RACE. 140 StI lOIVE I £T.UNTA*E 14!1 sD0t. I
COR.LE( scwon..

POPUL*
-T

7104 TO 0 Al 5 2 2 8 1 5 3 8 8 co*.

L tARS 118P1 P Y*AAS nA* YCa*3 11182 71183 18.82 YLIRI WEARS 1118* O PLtIlO

I 'rEARS

TQrAL.

TOTAl.. IS YEARS AND OVEl 1117 472 6 070 s 220 ID 566 l 331 10 *10 Ii isa I 348 4? 256 a 539

14 tWO IS 9(14% ......... S 016 49 2 15* 335* 1 986 *28 3 -
II AND £7 rEARS 7 653 84 U *2 148 I ?SI S 0,? 1 *4* 11$ I
IS AND 19 YCAIS 6 0 88 1* 86 19) 3*2 8*2 I *47 3 29? 942

'0 AND 21 YELØS 6 265 95 55 99 $ RS& 54* 311 a -:
22 70 24 1(1.18* 9 525 73 5* 53 58* 37* *32 *30 4 208 734

39 TEAR) AND OvEl. . . . . 109 520 8 74? 2084 7 545 Il 14$ 5 836 7 540 5 ISO 3? 154 I Oil
29 10 19 YEARS I) 53 I'S SO 244 1*) 410 875 ip a r .oi

30 TO 34 YE.AS U 352 118 75 314 52* 9* ISQ 070 8 472 870

35 104$ YEAP 21 OZ: 920 294 1.167 I 925 I III I 750 I 34? 9328 455

*37084 7l4R5 ........ 23 294 144 31 I 832 2792 22.8 1710 2.372 $178 530

85 10 1* fEARS ........ IS 813 I 551 585 1 919 3 558 1 07) 5 344 773 8 408 515

4 o is 078 I 349 494 1 450 * 41* 70? 715 588 5 108 aSS

78 lOANS AND OVER 7 639 I 45? $58 S 0*3 5 507 274 304 172 940 III

a YEARS tWO OVER 121 $29 5 $61 5 084 S 109 Ii 928 4 435 4 S5 5 'r $4 9*5 3

Nk1.E. 18 YEARS *80 OVER. 70270 199 I 13* 5 37-4 9 ION 944 3 1300 18 5)0 3 223

II AM) 15 YEARS II 078 II SI 1 115 1 143 93* -65 4 S . -
II IWO 17 YEARS 3 S67 29 ' 100 340 III 1 5*3 155 54 3

IS 1111) 19 YEARS S 340 '4 4 51 75 III 253 759 1 492 4)5

20 *110 21 YEARS 2 775 21 I 46 58 II' 14* 197 91) 855

22 TO 24 YEARS II -'42* '0 iS 92 £34 245 S6 203 1 33) 379

25 yEARS AND OVER SI 754 5 0)1 I 014 3 5*5 7 041 a o34 3 370 2 III 15 571 I 939
25 TO 28 TEAR' 6 6R9 90 24 163 31' 512 )4 300 2*93 594

50 TO 34 YEARS 5 577 99 114 032 DI 311 381 213 2 240 298

35 TO *8 YEARS II *39 371 182 640 I 071 527 743 1 5 902 *57

45 TO 54 YEARS II 236 451 15* 1410 I *30 614 900 609 5 710 585

03 70 6* YEARS 9 710 621 557 9112 70* III 641 5 054 245

05 TO 74 YEAOS 5 333 717 229 732) 8 352 21? 3)0 156 750 11*

70 lEAkS A.0 0418 3 031 872 129 *17) 9*9 II) III 60 293 87

22 YEARS .8440 OVER 0? 868 3 090 I 03? 3 959 7 305 2 194 3 630 2 60U £7 912 2 417

F(NA1..C. II YEARS R'ID OVER. 77 202 1 574 I 094 8 155 9 9)1. 622 4 515 'I 915 2? 427 3 326

IN AND IS YEARS 3 982 291 . 17 RUN I 116 I 062 62 $ '1 -
If AND I? YEARS 1 .767 21 1 S 6* 22 510 I 534 I 0441 63 11

*9 .4440 II YEARS I 51.1 lb 10 80 56 181 761 671 1 4* oil
20 AND 22 YEARS 3 .40 98 53 lOS 107 196 255 I 577 485

22 TO 24 YEARS 4 *97 33 16 91 153 II) 246 527 2 374 351

25 YEllS .5440 C'.ER 51 527 2 716 I 054 3 997 7 554 3 29* s 220 2 30'. 21 58) 2 052

55 to 29 Y(A15 8 6811 55 2) 12) 289 398 532 428 3 263 *0

3D to 38 YEARS 715 37 57 IS) 29) 325 419 Sb 2 533 .275

38 TO RU YEARS II 7*2 285 108 927 . 552 64* 959 736 5 423 *70

13 70 54 7(491 12 063 39) 155 692 1 363 $71 9.10 65) 5 165 422

6! 10 64 YEIRZ 9 703 510 281 473 s.. s 751 352 3 421 269

63 10 7U YEAS 6 741 878 560 913 I 626 870 394 502 I 39* 1*0

75 TEARS 1.441' 3VER 4 608 760 0I 607 I III 25$ III 112 707 70

SI YEARS AND OVER 68 £61 2 779 1 002 9 116 7 747 3 554 4 865 3 lOS 24 739 2 579

PERCENT OIETR!nUVI0N -.
lOIN.. 1* YElPS 54008CR 160.0 4.1 1.9 7.2 £3.1 1.2 1.2 .3 33.0 4.4

IS £40 IS YE44!S 100.0 0.9 1.1 26.9 54.4 2*9 1.6 0.2 0.2 -
£6 ANt) 27 YEARS 100.0 0.0 .1 2.5 7.* 22.5 410.5 24.5 2.5 0.1

IS *440 16 Y14149 I00.' 0.' o3 1.4 2.9 5.0 1.0 21.3 47.3 12.2

20 *440 TI TEARS 100.0 1.0 0.3 1.6 2.0 3.5 9.4 5.1 39.7 15.0

12 tO 24 YEARS 100.0 0.8 0.3 2.0 3.1 8.0 4.4 U.6 '15.1 7.9

25 YrlAs 1.0 0228 I0t).(- 5.3 1.9 7.2 13.4 5.11 6.9 34.0 3.7

25 70 29 YEARS 100.0 1.1 0.4 2.2 4.? 9.0 4l 5.8 444.1

50 TO 38 Y5SRS 100.0 1.6 0.6 3.0 3.1 5.6 6.9 5.0 U3.5 5.0
33 TO 44 V5885 200.0 2.7 2.1 5.1 1.8 9.) 7.7 5.5 '40.5 11.0

45 70 54 YEARS 100.0 3.6 1.6 6.1 12.0 5.5 7.0 5.3 58.1 3.5

89 10 51 YEARS 100.0 0.1 3.7 10.1 19.3 3.5 7.6 8.2 26.6 1.8
61 TQ 7: YEARS 100.0 £1.1 4.0 I).? 28.7 9.9 99 3.0 17.8 2.1

1$ YEARS AND 0414 100.0 .16.7 4.3 13.4 24.4 4.9 8.0 3.5 23.0 2.5

21 YEAr.S AND OVER £80.0 4.0 1.7 6.7 12.) 5.) 4.7 4.7 35.0 11.1

RItE, 1* YEARS AND 041.44. 100.0 4.5 1.6 7.7 13.1 7.1 8.0 6.2 25.2 5.6

18 080 18 YEARS 100.0 1.0 1.7 2.l UZ.S 22.0 1.5 0.1 0.1 -
£6 AND I? YEARS 3243,) 0.5 0.2 2.6 5.9 23.6 40.4 21.2 1.1 0.1
II AND IS Y(AI8S 100.0 1.0 0.Si 1.7 2.3 5.44 5.5 23.4 U3.5 £2.7

20 *440 21 5*451 100.8, 0.9 0.51 1.7 2.1 8.1 5. 6.0 32.4 16.5
27 10 211 YElPS ........... 00.0 0.11 0.3 2.1 3.1 44.4 4,3 8.6 111.41 1.5
9, YESRE *S1 OVER ......... 105.3 5.9 2.0 7.5 13.6 5.1 S.D '.0 30.1 3.5

23 TO YEARS £00.0 1.8 0.14 2.4 4.7 4.1 5.2 11,3 80.4 6.0
30 70 YEAN I,'.(' 1.8 O.0 4.1 5.0 9.6 4.1 5.1 35.11 33
35 tO 44 YSA .......... IOO. 5.3 1.3 5.7 9.3 8.1 7.1 4.7 38.7 1.1
143 tO 0 YEATS ........ ICo.o 4.1 1.6 6.6 £2.7 5.5 7,4 5.* 35.0 3.5
95 10 611 YEARS 10:2.0 7.1 3.0 111.5 19.6 7.8 1.5 25.9 2.11

83 70 14 YEAI" £33.41 13.4 8.3 £3.8 20.4 3.4 6.0 2.9 15.1 7.1
73 74 1*5 1440 OVER ....... 100.0 A3 13.4 28.3 5.5 3.9 2.0 9.7 2.6

7 01) 021 S 534 4 545 12.1

- - - - 5.3
10 - - 10.5
87 I) 1 1 12.2

1 045 9,) 7* - 12.1
645 575 I 043 233 18.7

5 III I 941 1 288 4 545 £2.2
829 II? I *33 753 2.0
625 574 I 034 476 £2.5

I £40 103 I III 1 217 2.5
1 172 35' I 449 141 17.2

74? 302 211 473 10.1
5.5 131 340 311 5.84
ISO .0 243 104 1.5

S 34) 3 9*3 5 932 1 985 12.2

3 579 I 59Q $ 375 3 *24 12.1

- - - - I.,

I - - 1C.

21 I I I 12.2
54* 141 35 - 2.9
344 543 'II 131 Il.?

5 926 9,9 I 033 3 268 12.2
.51 25* 734 575 12.7
341 12$ 376 505 15.6
29 226 I 047 $46 £2.4
47 15$ 4*4 011 12.2
721 £16 *50 458 10.8
141 85 195 192 5.7
54 3 104 65 0.3

$ 270 1 581 4 57* 3 *23 12.2

7 431 £ .3) 3 964 £ 79 12.1

10.5

56 6 £2.3
1178 241 47 . £5.?
324 252 577 75 12.6

3 556 946 3 349 2 393 £5.1
376 181 676 205 22.5
253 8S *55 170 12.5
551 £78 4411 337 II.)
926 111 349 87 12.2
836 296 N4 .'RR 10.4
256 17 357 :211 8.4
167 NI £39 I 8.4

3 123 £ 352 3 955 I 475 12.1

4.5 2.0 3.5 3.3 (Xl

- - - TX)

0.1 - - - IX)

0.8 0.) £21 £2) UI
£6.6 7.11 1.2 - .INI
7.4 6.2 £1.11 3.5 III
8.5 1.5 6.8 11.3 (XI
4.1 ).9l £0.6 5.5 £91

5.5 2.81 11.1 6.0 £91
5.1 2.11 7.6 5.3 (II
8.0 1.3 6.) 7.8 (II
4.2 2.9 5.0 3.7 IX)

1.1 1.9 2.4 (9)
3.3 1.0 1.2 1.5 (XI

5.2 5.4 7.0 4.0 (ST

5.1 2.) 6.5 11.4 (II

- - - - (Xi

.122 - - - (Xi
0.6 0.7 (31 (54 II)

20.3 9.9 1.2 - IX)

8.2 7.5 £1.0 3.5 123

5.1 I. 7.5 6.3 IX)

4.5 3.4 11.11 5.6 (Al

b.I 3.7 10.2 .2 III
5.7 2.0 11.3 7.9 lxi
5.1 j.7 .5 9.6 £91

2.7 I.' ' 8.9 (81

2.7 0.1 5.5 3.6, (VI

2.8 1.3 3.4 2.5 lxi

21 1(18* 6440 OVER ........ j0:.Q I s.a 1.5) e.l 13.51 ,.ol o.,f *.I 32.5) i.31 5.5) 7.9) 5.q) lxi

- 5154r3L1111 2050 08 60085,1 TO Z(I'O. A NOT APP11(.AIIL(. 8 LESS 91118 0.01 PLICENT.
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APPENDIX D

YEARS OF SCHOOL COMPLETED BY PERSONS 14 YEARS OLD AND OVER, BY AGE, RACE. AND SEX,
FOR THE UNITED STATES: MARCH 1970-Continued

(Numbers in thousands The March 1970 survey includes 1.161,000 members of the Armed Forces In the United States living off post cr with their familias
on post. but excludes all other members of the Armed Forces)

.

AGE. RACE. AND SEX

YEARS OF SCHOOL C0mPLETE0
MEDIAN
SCAMXIL
TEARS
COM.
PLETIO

TOTAL ELEMENT4RY NMI SCROOL COLLEGE
-.1-'1

POPULA
1108 0 TO 4

YEARS
5

YEARS
6 AND

7
YEARS

a
YEARS

1 I

YEAR
2

YEARS
3

TEALS 9E645
I

YEAR
2

YEARS
1

YEARS
4

YEARS
5

On
MORE

70TAL.CON.

PERCENT DISTRIOUTION-.CON.

FEMALE. 14 YEARS ANDOVER. 100.0 3.7 1.4 6.7 12.9 7.2 6.5 6.11 35.5 4.2 4.5 1.9 5.1 1.9 III

14 AND 15 YEARS 100.0 0.7 0.4 24.0 64.1 27.0 1.6 0.2 0.2 ... . IXe

16 AND 17 YEARS 100.0 0.0 0.1 1.6 4.6 21.4 40.0 27.5 1.7 0.1 0.2 .

16 AND 19 TEARS 200.0 0.4 0.3 1.1 2.4 4.2 7.3 1960 51.4 11.7 1.0 0.2 . . 141

20 AND 22 YEARS 100.0 1.2 1.1 1.5 3.0 2.1 5.6 4.3 45.2 13.4 13.7 7.1 1.2 . IX)

22 TO 24 YEARS 100.0 0.7 0.1 lee 2.1 3.7 5.0 4.6 411.5 7,3 6.7 4.7 11.8 1.6 151

25 YEARS AND OVER 100.0 4.7 1.4 6.9 13.1 5.7 7.2 4.9 37.5 3.6 4.5 1.6 5.1 244 IX)

15 TO 20 YEARS 100.0 0.8 0.3 1.4 3.6 5.2 7.6 602 47.6 5.9 5.5 2.4 9.9 5.0 IX)

30 TO 34 YEARS 100.0 1.5 0.5 2.7 5.1 5.6 7.6 5.0 49.1 22.12 0.9 2.6 7.9 2.9 IX)

25 TO 44 YEARS 100.0 2.1 0.9 ne$ 7.2 5.6 6.4 6.1 46.0 4.0 4.7 1.5 5.9 2.8 IX)

45 TO 54 YEARS . . . . . 100.0 202 1.6 5.7 11.3 2.6 7.0 5.5 42.9 2.5 4.4 I. 5.0 2.3 IX)

55 TO 64.124AS . . . . 100.0 5.3 2.5 10.0 14.1 0.0 7.7 3.9 2141 1.4 8.4 Se6 5,5 2.5 131

65 TO 78 YEARS 104.0 10.1 3.11 13.5 24.1 6.2 5.9 2.0 20.2 2.1 3.6 1.3 0,5 1.4 151

75 YEARS AND OVER 200.0 16.5 4.11 12.2 24.9 5.6 4.1 2.4 15.3 1.5 3.6 1.0 3.0 0.9 IX)

21 YEARS AND OVER 100.0 4.2 1.7 6.4 4.2.1 5.5 7.1 4.6 34.5 4.0 4.9 1.2 6.2 2.3 ix)

1101/7E

TOTAL. 14 rt685 AND MC 121 125 4 352 1 724 6 674 17 251 9 111 10 526 7 449 43 461 5 444 6 $17 1 434 8 049 4 621 13.1

14 AND 15 YEARS 6 480 41 54 1 765 3 092 1 861 102 10 I . . ^ - 4.3
24 ANC 17 YEARS 6 596 59 10 102 417 1 440 2 728 1 712 94 7 1 . - 10.2
18 AND .14 YEACS 3 946 34 17 60 120 257 427 1 217 2 974 746 51 6 1 1 12.3

10 AND 11 YEARS $ 402 57 16 73 129 171 234 252 2 231 S1S 475 454 71 12.4

22 10 24 YEARS 8 165 49 24 142 240 297 234 312 3 754 654 616 543 994 222 12.7

25 YEARS AND OVER 08 112 4 102 1 604 6 024 11 354 5 135 6 662 4 245 24 493 3 .757 463 1 410 6 463 317 12.7

25 TO 20 YEAR% 11 292 107 44 222 471 527 676 544 5 304 794 725 267 742 12.6

30 TO 24 YEARS 9 904 141 SO 2744 516 493 647 442 9 1190 523 569 264 954 425 12.5

35 TO 44 YEARS . 20 342 445 194 697 1 639 1 014 1 539 1 029 4 541 641 1 097 361 1 640 1 136 12.4

45 TO 54 YEARS 20 961 561 216 1 101 2 442 1 086 1 562 1 112 S 292 72.* 1 100 240 1 327 840 11.1

SS TO 64 YEARS 16 731 722 362 1 913 1 311 9,4 1 278 712 119 901 722 203 667 640 11.2

65 TO 74 YEAAS 11 131 1 922 409 1 488 1 446 645 699 338 2 442 142 391 115 563 308 4.9

75 YEARS AND OVER 7 010 1 092 , 272 444 2 130 367 291 161 170 115 141 70 241 104 6.0

21 YEARS AND OVER 104 072 4 194 1 691 6 704 13 652 5 51$ 7 144 4 013 30 245 4 670 5 933 2 767 6 041 4 614 12.2

M4LE. 14 YEARS AND OVER. 62 613 2 224 905 4 458 11 487 4 297 4 902 3 736 48 161 2 993 3 324 1 S1S 4 333 3 276 12.1

14 AND IS YEARS. ,, . . . . J SO7 27. 46 967 1 523 651 55 ) 2 . . . . 8.5

16 AND 17 YEARS. . . o 3 341 25 5 64 254 77$ 1 267 727 43 3 1 . 10.4

IA AND 19 YEARS 2 682 27 36 56 135 229 '666 1 106 295 17 4 1 1 12.1

20 AND 21 YEARS 2 379 16 24 30 44 42 94 126 772 397 32? 232 29 13.0

72 TO 24 YEARS 3 898 29 10 67 116 156 145 144 1 624 247 324 326 425 150 12.4

25 YEARS AND OVER 46 6061 2 102 421 3 273 6 476 2 287 2 902 2 010 14 410 1 002 2 424 953 3 446 3 124 12.2

25 TO 24 YEARS 5 500 66 25 123 263 239 266 241 2 402 274 410 217 702 551 12.7

10 TO 34 YEARS 4 946 74 37 161 260 259 294 214 1 953 274 304 12, 539 475 12.6

35 TO 48 YEARS 10 041 261 115 507 030 445 700 444 2 584 424 592 211 927 442 12.3

45 TO 54 YEARS . 10 149 104 1411 595 1 270 521 725 540 2 475 372 607 179 117 505 12.3

SS TO 44 YEARS 7 923 396 190 812 1 606 451 590 363 1 445 227 513 140 413 411 10.9

62 TO 74 YEARS 691 504 204 674 1 289 272 214 150 720 110 1%1 43 207 126 6.6

75 YEARS AND OVER 2 164 401 117 401 659 .114 111 SR 178 . 46 42 14 104 OS 4.4

21 YEARS ARO OVER 51 736 2 145 640 3 261 6 618 a Lay 3 174 2 201 16 661 2 212 3 03? 1 492 4 322 3 275 12.3

FEMALE 14 YEAAS AND OVER. 60 514 2 128 224 216 4 864 4 614 5 626 4 I%) 25 299 2 004 3 143 1 214 3 715 1 345 12.1

14 AND 15 YEARS 2 374 21 3 718 1 55R 950 46 7 4 . . .. 4.6

16 ARO 17 YEARS 2 256 36 5 39 173 - 647 1 240 924 SI 4 7 . . 10.5

18 ARO 14 YEARS 2 066 11 0 20 .64 122 196 552 1 073 371 34 4 . 12.2

20 AND 21 YEARS 3 024 81 4 42
. 62 76 161 128 1 361 418 447 222 42 . 12sT

22 TO 26 YEARS 4 287 20 14 76 121 140 189 164 2 129 209 294 216 539 72 12.7

25 YEARS AND OVER 51 506 2 000 785 2 251 6 476 2 844 2 690 2 375 20 003 1 908 2 410 977 3 125 1 273 12.2

25 TO 29 YEARS 6 013 41 19 90 200 214 409 347 2 945 371 325 151 600 191 12.5

20 34 YEARS 5 048 AS 21 11F 257 154 265 220 2 527 251 259 . 137 415 151 12.5

55 7, 44 YEARS 10 245 144 84 300 709 569 434 545 4 054 422 SOS 131 653 294 12.4

42 TO 54 VEERS 10 612 253 124 YOS 1 172 367 831 572 4 917 396 493 100 570 245 12.3

55 70 64 YEARS 8 609 3444 171 782 1 703 520 600 249 2 721 264 419 153 474 27 .9 11.6

95 74 74 YEARS 6 232 518 205 : 616 1 553 327 276 184 1 324 132 250 82 276 122 9.1

75 YEARS ANO OVER 4 248 601 155 543 1 270 252 179 105 691 69 119 4) 137 41 8.6

21 YEARS AND OVER 57 231 2 049 66/' 3 347 7 034 1 030 2 943 2 612 22 914 _:-2 356 2 494 1 277 2 709 I 245 180

PERCENT DISTRIDUTION .

TOTAL. 14 YEARS AND OVER 100.21 3.3 1.3 6.6 13.2 7.0 8.0 6.0 33.1 4.6 5:0 2.21 6.1 3.3 IX1

,

14 AND IS YEARS 100.0 0.7 0.8 25.7 44.9 26.2 1.5 0.1 0.1 . . ' . . IX1

16 ANO It 11445 100.0 0.9 0.1, 1.2 6.3 22.1 41.3 26.0 1.4 0.1 0.1 - . III

14 AND 19 AFARS 100.0 2.6 Os) 1.1 2.0 4.2 7.2 20.5 50.1 12.9 0.9 0.1 124 121 111

20 ANO 21 YEAAS 100.0 1.1 0.2 1.4 2.4 3.2 4.7 4.7 39.5 15.2 160 11.6 1.3 - IX1

22 TO 24 YEARS 100.0 0.6 0. 1.4 2.9 2.6 Sol 3.4 43.9 4.0 7.6 6.6 11.1 2.7 1111

25 YEARS AND OVER 100.0 4.2 1.6 6.6 12.6 5.2 6.8 4.5 35.2 301 5.0 1.9 7.1 4.5 121

23 TO 29 YEARS 100.0 0.9 0.4 1.4 4.0 4.5 3.7 4.4 A5.0 6.3 6.2 3.1 11.0 6,2 (X)

30 TO 34 11 15 100.0 1.4 0.6 1.8 5.2 0.* 6.5 4.4 44.0 5.3 5.7 2.6 9.5 6.2 241

35 TO 44 9E, Y. 100,0 2.2 0.9 4.4 6.0 5.0 7.5 5.0 41.9 4.2 5.4 1.8 8.0 5.6 (XI

4$ TO 54 YEARS 200.)) 2.7 1.2 5.2 21.6 5.2 2.5 5.3 110.0 3.7 $.2 1.6 6.9 4.0 (X)

55 TO 04 YEARS .. 160.0 4.4 2.2 9.5 19.4 2.2 7.6 u.3 26.2 3.0 4.4 1.8 5.3 3.6 Is)

65 10.74 YEARS 100.0 9.2 3.7 13.4 25.6 4.0 6.2 3.0 24.9 2.2 3.5 1.1 5.1 2.4 (XI

75 WEARS AND OVER 100.0 15.6 3.6 12.5 10.4 5.2 4.2 2.3 .3.6 106 2.4 lel 3.4 1.2 IX)

21 71444 ANO OVER 100.0 2.8 1.5 6.1 12.5 5.1 6.5 11.4 26.1 4.3 5.4 2.5 7.4 4.2 (4)

REPRESENTS 2E40 OA ROGNOS TO ZERO. A 401 APPLICA4LE. 2 LESS TRAM 0.05 9Encs10.



242 APPENDIX .D

YEARS OF SCHOOL COMPLETED BY PERSONS 14 YEARS OLD AND OVER, BY AGE, RACE, AND SEX.

FOR THE UMTED STATES: MARCH 1970-Continued
(Numbers :n thousands. The Match 3970 sur vs). includes ),I6i,000 members of the Armed Fortes m the Umted States Irving off post or with thoir famihr,

on post. but etcluees MI other members of the Armed Fortes)

2Gto RACE, AND SEX

YEARS Of SCPOOL CO6PLETE0
010144
SCHOOL
TEARS
004-
RLETED

TOTAL ELEPENTARY 141611 SCHOOL COLLEGE

POPULA-
T1ON 0 TO 4

TEARS
s

0E695
6 ANO

7

YEARS

6
YEARS

1

YEAR
2

YEARS
3

TEARS YEARS
1

YEAR
a

YEASS
3

KARS
4

YEARS
5 YEARS

04
PORI

81040 AND 014E4 8ACE5--0011.

PERCENT 5157R)8EITION

TOTAL. 14 YEARS ANO OVER 100.0 10.5 3.0 116 1202 fel 9.6 la 21.2 3.3 3.0 Sol 1.0 2.7 (87

14 AND 15 YEAPS

-.

100.0 1.9

.

2.7 39.7 4162 17.) 260 0.2 . (XI

16 640 17 YEARS 100.0 0.7 061 5.7 14.0 2967 35.0 17.9 2.2 0.1 0.1 . (XI

IA /ND 19 YEARS 100.0 1.2 0.2 3.3 4.7 9.0 13.1 26.2 33.3 8.0 0.7 0.3 -. (X)

20 END 21 YEARS 100.0 069 3.0 3.4 5.7 1060 7,6 41.3 14.9 7.11 4.5 0.4 . (XI

22 TO 24 YEARS 100.0 261 0.4 3.5 4.6 7.0 8.5 10.3 40.0 760 4.5 2.9 4.3 0.9 (XI

25 YEARS AND 04401 100.0 14.7. 4.0 12.0 1.1 7.3 Sol 6.8 23.6 263 3.1 1.0 3.7 1.4 (XI

25 TO 20 0E495 100.0 2.2 O. 4.5 5.6 8.2 1261 6.7 37.0 3.7 5.8 1.2 7.5 2.6 (X)

30 70 34 7E445 100.0 3.3 1.1 767 4.2 10.3 4.8 0.5 36.3 363 0,1 0.9 5.9 3.7 151

55 TO 44 7C1M5 100.0 6.6 2.1 100 1068 7.5 9.2 9.1 29.6 2.6 3.5 1.7 3.9 3.1 (XI

R$ 70 54 YEARS 100.0 12.0 4.5 14.2 15.0 0.4 7.6 6.9 20.6 2.2 3.1 Ooll 2.5 262 IX/

53 70 64 YEARS 100.0 23.7. 8.1 19.1 14.7 6.1 7.2 3.6 11.1 1.0 001 0.5 2.0 2.0 (XI

65 TO 74 YEARS 100.0 39.4 1104 17.2 14.0 4.4 2.7 2.1 6.4 1.2 0.7 0.7 1.9 0.4 (X)

75 TiARS AND OVER 100.0 54.0 9.1 12.6 12.3 1.0 2.3 1.0 0.2 060 . 1.5 0.2 0.3 0.5 (XI

21 YEARS AND OVER 100.0 13.1 3.6 11.0 10.2 7.2 .2 7.0 25.6 3.0 3.6 1.4 3.0 2.2 IX)

.

PALE. 14 YEARS AND OVER. 100.0 12.7 269 12.0 12.0 9.0 9.2 060 21.4 360 3.3 lo0 1.2 leg _XI

14 ASO 15 YEA94 100.0, 2.4 3.8 410.1 37.1 14.11 1.4 0.2 - . .. IXI

16 AND 17 YEARS 100.0 1.2 0.3 6.9 17.1 26.4 33,3 12.9 2.1 . . Ill

14 AND 19 +E6NS 10060: 1.5 6a 6.6 10.0 1262 26.9 31.9 6.6 0.9 O. 11)1

20 AND 21 0E994 100.0' 1.2 - 3.4 2,6 4.6 12.6 10.4 35.5 15.4 9.3 565 0.9 (X1

22 TO 24 YEANS 100.0i 2.1 066 4.6 300 01) 7.6 11.1 39.4 5.9 7.5 3.2 6.3 0.9 1X1

25 YEARS 4,.0 85E8 100.0 17.9 2.6 11.5 10.9 7.1 7.3 662 22.4 2.1 3.3 0.11 9.0 2.4 III

25 70 29 YEAR 100.0 3.1 0.4 5.1 6.5 963 10.6 7.5 37.3 3.2 5.5 1.1 6O11 3.1 IX)

10 70 34 01405 100.0! 4.0 1.4 11.1 301 11.4 9.0 10.9 2966 3.8 5.1 062 568 4.4 (XI

35 TO 94 YEA'S 100.0 9.5 3.1 11.1 1104 0.0 709 7.5 26.7 1.6 3.4 163 5.1 3.7 Ifl

45 70 54 YEARS 100.01 13.0 3.8 15.3 14.7 11.5 6.9 4.4 21.6 2.3 3.7 068 247 1.5 IXI

SS TO 64 YEARS 100.0, 28.3 8.5 /6.6 12.2 4.7 7.3 3.6 10.9 1.4 160 0.8 2.3 a.. lal

65 TO 74 0E64S 100.01 46.9 5.4 14.4 14.0 2.2 la len 7.0 0.9 4 0.4 1.5 1.4 III

75 YEAS 04.8 evER 100.0. 67.6 465 6.0 11.1 0.4 le* 069 5.3 0.4 0.6 1.2 181

21 YEARS AND OVER 100.0 15.9 2.3 10.6 9.9 4.9 7.4 6.8 24.5 2.4 3.9 1.2 4.1 2.5 IX)

FEMALE. 14 11,0,.. 4.40 09E4. 20.0 2.6 11.2 12.3 9.2AL 10.4
4.8 24.5 1.6 2.0 1.3 2.9 1.5 181

14 AND IS YEARS

-..---. ........... 61
100.0 1.4 1.6 29.2 453 14.8 2.8. 0.2 . . . . IX)

16 AND 17 YEARN 100.0 0.2 4.5 11.0 21.0 36.6 22.0 2.9 062 0.2 .- - IX)

18 AND 19 YEAR4 100.0 1.0 063 260 8.5 8.0 13.9 25.6 34.7 9.2 .0.5 0.1 - (X1

20 AND 21 YEAR% 110.0 0.e 20 5.1 6.6 7.6 5.2 46.3 14.4 6.0 5.3 . IXI

22 70 241 ITANs 100.0 2.0 063 2.5 5.2 7.1 4.3 9.7 400 5o0 5.6 2.6 665 009 III

ay YEARS AND OVER 100.0 11.9 4.3 12.4 110 7.0 CA 7.2 24.6 2.4 2.9 1.1 7.5 2,4 Exl

25 TO 29 YEARS 1
100.0 1.3 063 3.9 4.4 7e2 13.4 9.7 37.9 6.1 6.0 1.3 0.0 5? III

70 TO 14 YEAPS .
100.0 2.7 Oa 4.4 4.9 9.4 10,11 8.0 42.1 3.1 3.3 1.6 566 2.7 IX)

15 TO NN YEARS 100.0 462 162 9.5 10.0 0.0 10.2 10.5 22.4 3.8 3.2 I. 260 2.5 III

45 TO 54 YEA40 100.0 10.4 541 14.9 15.2 4.3 8.2 7.3 19.8 1.1 2.7 0.9 2.2 2.0 IX/

53 TO 64 YEA, 100.0 19.7 7.8 21.4 50.9 7.2 7.0 3,7 11.2 0.6 0.0 0.3 1.4 1.6 (XI

40 TO 74 7EAR, 100.0 31.3 10.7 19.6 13.6 6.3 3., 2.7 5.9 1.5 1.) 0.11 2.1 065 (XI

79 YEARS AND OVER 100.0 44.0 12.5 17.6 13.1 2.5 2.4 1.9 364 045 2.1 0.3 066 (X1

11 YEARS AND OVEN 100.0 10.7 3.4 1163 10.4 7.4 4.8 763 26.7 1.2 3.3 1.5 2.6 log (X/

,

111690

TOTAL. 14 41485 ANDOVER la 828 1 547 463 5 789 1 817 1 300 I SIS 1 293 3 452' 430 408 105 351 162 10.2

la AND 15 9E8414 1 060 I 22 30 374 431 160 27 I - - - - - - 6.2

16 AND j7 4E444 ye% 1 6 I . 60 144 242 231 116 23' 1 1 . . 10.1

IS AND 14 %%%%% 887 10 2 31 43 40 119 229 301 58 6 5 - .1 11.7

ao AND 21 %%%% 791 5 . 24 33 NS 61 66 344 103 50 36 a 1. 12.4

11 10 24 YEARS . . 1 055 24 s 40 39 71 92 111 431 65 71 27 08 2 1263

23 YEARS AND OVER (0 049 I I !,20 425 1 261 1 127 754 469 730 2 358 224 280 88 291 '161 9.9

28 TO 29 YEARS 1 453 36 6 62 82 123 161 178 1.1.7 52 76 15 66 18 12.2

30 TO 34 TEARS .
1 106 40 IA 103 55 137 125 125 451 37 46 11 40 15 12.0

35 TO 44 009. 2 347 167 53 145 155 184 235 233 690 64 67 33 75 47 11.2

45 TO 54 YEARS 2 128 264 102 32.5 724 175 170 151 422 40 61 16 39 42 9.)

55 TO 64 YEA9S 1 545 165 122 300 133 97 112 84 165 16 14 8 29 30 744

65 TO 14 YEAR, 040 337 75 150 112 54 23 20 39 11 7 4 17 6.1

73 YEARS ANO OVER 577 311 51 75 66 6 IS 9 25 3 1 2 3 4.6

21 YEARS ANO OVER 11 519 1 549 430 1 315 1 177 042 I 000 866 2 957 716 362 144 391 142 10.4

.

.

NALL. 14 51640 4010 OVER. . 0 907 899 206 72 026 6'79 665 560 1 5t2 196 205 50 150 00 10.0

14 &ND 15 YEARS

_

531 i , la 2X 217 140 81 4 . . . . 8.1

16 AND 17 YEARR 474 5 I 36 64 124 150 59 11 - . . . . 9.6

14 AND 10 YEARS. . o, 471 I 5 22 22 46 56 111 176 26 1 . - 11.6

20 4140 21 YEAR% 365 a 16 4 17 48 41 137 09 25 11 2 ... 12.3

23 TO am YEARS 487 11 2 24 19 26 16 59 200 244 36 14 24 - 1263

75 22A42 AND OVER 4 619 459 180 057 511 339 164 110 1 023 92 137 32 132 80 9.6

25 TO 29 TEARS 701 20 3 39 NI 68 82 57 272 24 34 3 37 10 12.1

20 70 341 TEARS 547 aa 9 64 21 70 85 67 167 10 26 1 18 7 11.4

35 TO 40 YEARS I 074 107 36 121 1341 /A 40 88 200 19 35 I° 60 27 1047

45 TO 54 YEARS 985 147 41 lal 153 01 71 67 194 15 34 11 I4 14 4.1

05 TO 64 YEARS 707 203 54 110 49 35 55 23 74 11 6 6 17 15 7,6

65 TO 76 0E045 364 Lae 35 58 SO 6 6 4 15 . 7 60

lS 084210 AND OvER 240 168 12 12 21 1 5 ? 13 I 2 . . 3 3.4

-

al Y(ARS AND OVER 5 313 875 144 590 536 373 034 112 1 303 142 194. Su 154 aof 15.2

- 01.7ftEELNIS /140 OR 1141(1416 To 0190. 4401 ARFLICAALI.
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APPENDIX D

YEARS OF SCHOOL COMPLETED BY PERSONS 14 YEARS OLD AND OVER. BY AGE, RACE. AND SEX,

FOR THE UNITED STATES: MARCH 1970--Continued

(Numbers sn thousands. The March 1970 survey includes 1,161,000 members of the Armed Forces in the United Sletes Iivin off post or with Mitt families

on post, but excludes all other members of the Arined Forces)

40k. RAC!. AND SEX TOTAL

-

ttttt OX 'SCHOOL 0004PLETE0
PEOIAN
174001.

YEARS
004.
P4.E1E0

ELDIENTAY NIGH SCHOOL 004.14.141

POPULA.
01014 0 TO 4

YEARS
S.

YEARS
6 AND

7

YEARS

0
VCARS

I

mot
2

'LAU
3

75444
4

7261$
1

7EA8
2

/MARS
3

YEARS
4

116115 0
14014

-------........

mem-CON.
X14ALE 14 !CARS AND 0419

14 ANO I% %TAMS
lb AND 17 t(ttt
14 AND 19 YEARs
20 ARP 21 YEAR%
22 70 24 YEARS
25 YEARS ANO OVER
25 TO 29 TEARS
30 TO 34 YEARS
35 10 44 YEARS
45 TO 54 /4A45
55 70 64 YEARS
45 10 74 YIARS
75 YEARS AND 0524

21 TEARS AND OVER

PERCENT DISTRI0OTION

707A4.. 14 y2144 440 09[4

14 AND IS YEARS
16 AND 17 41A4A
la 440 19 71444
20 AHO 71 74A54
22 TO 24 41114%
24 t2444 00 05E4
20 70 29 4E14%
AO 70 74 4/1447
35 TO 44 4444
45 10 14 11.445
45 70 1141 44445
65 70 74 414115
74 YEARS ANO 0511

21 1426414 £540 0,04

MALE, 14 YEARS AND OVER.

24 &NO IS TEAM%
14 ANO 17 41 ARS
1444 AND 19 11484
20 AND 21 114 :
22 TO 14 T(AN%
29 72445 A142 OAR

25 70 29 41444
MO TO 14 141914
75 /0 44
44 /0 54 1164S
551004 444145
GO 10 73 7'2.5
34 Ilitms 4074 0y44

at YEA4k 44 04e4
.

XE54#3.5. 14 4E441 ARP OVEO.

14 ANO 15
16 440
18 440 19 71444
20 ANO 21 7114.7
22TO 74 41 41.'
24 e5407 A':' P7I4

25 12 29 via..
40 to lo. 1.1144
35 1., 4* 1114%
44 TO 444 /fag%
44 TO CM ',la.%
5 T.) 1. "'ASS
75 VC* 41 ' 004

21 9244,1 ...... 4.1404

7 421

570
488
454
426
552

5 470
751
655

1 273
1 144
830
471
317

6 206

100.0

684 257 917 978 741 OSA 717 1 945 254 207 % 194 112 10.4

6
I
5
1

12
661
11
10
60
111
164
1441

242

615

10.7

-

.
2

2
244

3

6
17
61
47
SI
34

246

701

157
24

. 9

15
704
22
35
114
182
100
97
64

714

12.1

25.2
6.2
1.3
3.1
1.6
12.5
4.2
4.17

10.4
15.2
14.4
14.4
13.0

11.4

12.4

241
57
21
24
21
616
37
34
122
171
145
02
45

441

12.3

40.6
14.9
4.9
4.1
3.1
11.2
5.0
4.6
10.9
15.2
13.1
17.3
31.4

10.1

12.1

100
114
40
71
41
416
04
67
107
91
61
27
3

449

9.1

17.0
MO
9.6
6.0
6.9
7.5
4.4
11.4
7.4
e.3
6.3
4.0
1.1

7.3

9.2

IS
III
64
27
54

SOS
309
70
145
49
57
17
9

577

10.2

2.1
34.1
11.5
10.3
169
0.6

11.1
10.4
10.0
4.0
7.2
2.7
205

.7

9.6

I

97
114
24
53

419
$1
SO
146
03
32
10
7

474

11.71

0.1
10.2
25.8
8.7
10.4
1.2
9.2
10.4
9.9
7.1
3.2
2.4
1.6

7.5

4.4

1
.

12
163
207
231

1 711
244
216
400
224

911

24
12

1 654

23.3

2.4
33.9
*30
41.6
23.4
79.0
77.6
29.4
19.8
10.6
4.7
4.4

25.7

21.9

.
I

72
40
41

172
20
15
45
11
3
7

a

144

2.0

d

0.1
6.5
12.0
0.2
212
3.6
3.1
2.7
1.0
1.1
1.3
0.5

1.11

2.0

..

I

2
21
51
142
42
20
12
27
7
'I

e

lea

2.0

.
0.1
0.7
4.3
6.6
2.4
3.2
3.8
2.9
249
0.4
0.8
1.6

3.1

7.0

.

...

2
25
14

SO
10
10
22
7

2
4
1

91

1.0

.

..

0.4
4.0
2.6
0.4
1.0
0.4
1.4
0.7
0.4
0.7
0.1

1.1

0.1

14
179
53
22
35
26
12
11
2

194

3.4

.

...

0.7
5.6
2.9
6.1
7.3
102
1.0
1.4
2.1
0.4

2.0

2.3

"'

.

.
I

01
0
0
20
27
10
1
.

112

1.1

.

.

.
0.1
1.6
1.2
1.2
24
2.0
1.4
0.8
0.4

1.4

1.2

8.4
10.3
11.6
12.0
II.)
10.2
12.2
12.1
11.8
9.4
8.1
6.6
5.7

10.6

1111

(111

011
IX/
(X)

110
III

IX'
111
IXo
111
1111

IX!
1/11

IX/

1111

100.0
100.0
100.0
100.0
100.0
100.0
100.0
100.0
100.0
100.0
100.0
100.0
100.0

100.0

100.0

100.0
100.0
100.0
100.0
100.0
100.0
10000
100.0
100.0
10000
100.0
100.0
100.0

100.0

100.0

100.0
100.0
103.0
100.0
100.0
100.0
len.r.

10.1.0
100.0
100.0
10000
101.0
100.0

100.0

2.0
0.6
1.1
0.7
2.3

15.1
2.5
7.4
7.1
12.4
21.7
40.1
51.4

11.5

13.0

2.6
1.1
1.2
1.1
2.5
16.6
3.5
4.0

30.4)
14.9
24.7
51.1
70.1

14.5

4.7

1.5
0.1
1.1
0.3
2.3
12.1
1.5
2.0
4.7
10.3
19.5
31.5
42.4

lo.,

3.0
Del
0.2

.

0.5
4.2
0.4
1.2
2.3
4.8
7.9
9.0
0.1

3.,

3.0

4.0
0.)

.

.
0.7
2.9
0.3
1.0
744va
7.7
6.7
14.1

7.5

7.2
- -

1.7
.

00
.

0.7
4.5
0.4
0.9
1.1

. 5.5
8.0

10.0
11.7

4.o

40.9
7.6
5.1
4.7
5.0
12.1
5.6
12.5
11.3
14.7
16.4
19.7
4.6

11.1

11.6

29.7
4.8
1.9
2.0
2.4
11.9
3.0
5.4
1.7
15.9
21.5
20.5
14.6

11.7

35.4
15.4
5.2
2.4
3.9
11.1
6.4
7.8
12.4
15.5
12.2
11.6
6.6

10.1

12.)

45.4
11.6
4.6
5.6
3.7
11.3
4.9
5.2
9.6
15.0
17.7
17.1
15.4

100

15.2
2158
10.6
4.4
6.0
7.)
4.0
12.8
7.1
8.7
5.0
1.7
0.5

1.0

9.4

1.5
34.3
12.4
134
7,5
7.9
11.7

'10.1
9.4
7.7
7.0
1.5
2.1

0.2

10.0

12.3 2.3
25.6 32.1
110 17.6
12.2 41.4
6.7 .17.2
4.2 36.4
12.7 10.0
4.1 27.0
1.14 20.1
7.2 10.4
1.7 4.2
1.0 5.3

7.4 24.5

9.0 24.6

.

6.0
14.6
4.9
2.0
3.4
7.1
1.8
1.5
1.6
1.0
00

247

1.2

.

.
0.9
6.9
7.4
7.0
4.6
4.8
7.7
1.4
0.9

0.7

3.6

2.6

.

.
0.7
1.0
2.5
0.7
0.7
0.2
1.0
0.4
.0.9

1.0

1.1.

0.4
5.8
1.5
1.0
1.3
4.3
I.

0.0
0.3
0.4
0.3

1.S

-

-
-

0.5
4.9
2.0
0.2
5.3
7.7
1.4
2.4
1.4

..

3.0

'2.4

.

.

.

.

.
1.7
1.4
1.2
2.5
1.5
2.2
1.0
1.4

1.)

1.0

(RI
141
311

gxl

IX/
1/111

' III
(XI

(111

III

(X1

(XI

1111

111

IC

IX
IA
IX

It
lil

111

IX
Ix
IX

II

IX
IX
111

It

111.6

2347
0.7
7.7
7.6
7.6
7.1
10.2
6.4
4.2
7.3
5.4
1.6

7.6

2.4 002 .
37.2 20.0 2.4

13.9 25.9 35.7

7.7 5.7 114.5

9.8 9.5 141.8

0.2 7.7 24.4

14.5 10.7 5741

to./ 5.8 44.0

11.4 11.4 11.4

4.6 7.3 19.6

6.1 7.8 10.9

1.0 2.9 5.0

2.81 2.1 . 3.7

4.2 7.6 26.7

.

0.2
6.4
11.4
7.4
2.4
3.0
3.0
7.5
2.2
0.4
1.6
0.5

3.1

.
0.2
0.5
5.6
5.9
2.6
5.6
3.0.
2.1
2.4
0.9
1.4
2.2

3.0

6.3
2.4
6.9
3.1
2.4
2.2
1.4
2.7
0.6

3.1

.

.

..

.
0.2
1.5
1.1
1.2
4.6
2.8
1.7
0.6

1.1
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APPENDIX E

YEARS OF SCHOOL COMPLETED BY PERSONS 25 YEARS.OLD AND OVER, BY AGE AND ETHNIC ORIGIN:
NOVEMBER 1969 .

(Numbers in thOusands.:Civilian noninstitutional population)

245

Age and ethnic origin

Years or school completed
Median.

years of
school

completed

'fetal
Elementary scheel High pcheol College

Less than
8 years years

1 to 3
years

4

years
1 to 3
years

4 years
or more

Total, 25 years old and over 108 264 14,694 14t244 18 6i* 35,964 10 940 11 707 12.2

English 11,999 1,258 1,437 2,066 4,024 1,468 2,726 12.3

,zrmen 12,625 1,103' 24011 2,030 4,766 1,270 2,349 12.2

Irish 8,630 1,036 1,193 1,625 3,046 853 677 12.2

Italian 4,683 938 701 904 1,498 313 329 11.3

Polish 2,769 426 445 489 971 193 245 12.0

Russian 1,584 150 168 172 534 198 363 12.8

Spanieb:
Central or South American 273 48 34 44 80 38 '31 12.1

Cuban 320 59 59 35 RR 38 41 12.1

teen 1,109 866 250 326 344 92 31 8.3

Puerto Rican 549 248 72 107 90 18 13 8.4

Other Spaniel 766 123 79 163 248 86 66 12.1

All other 49,286 8,624 5,908 6,756 16,736 5,527 5,735 12.2

Not veportedi 10,992 1.614 1,589 1,949 3,560 679 905 12.0

25 to 34 yeara old' 232.664 1 084 1, iso 4 151 10,387 3511 3 621 12.5

English 2,301 100 105 357 948 388 405 12.6

German 2,848 46' 117 421 1,351 416 496 12.6

Irish 1,870 44 61 314 754 266 232 22.6

Italian 902 48 30 147 455 115 107 12.5

Polish 503 7 15 53 271 76 82 12.7

Suasian 209 1 a 52 31 110 154

Spanish:
Ci,ntrai or south American 125 II 15 21 44 19 16 12.4

01141,n
109 12 14 13 36 19 15 12.4

Mexican 565 131 66 138 282 38 10 10.6

Puerto Rican 214 88 19 69 45 9 4 0.9

Other Spanish 226 16 50 92 38 21 12.4

All other 11,625 419 512 2,038 5,03' 1,610 1,617 22.6

Not reported" 2,525 161 186 524 1,127 263 304 22.4

35 years old and over 4j4O0I.0 131830 13,094 14,534 35,597 7 459 2,086 12.0

English 5,698, 1,159 1,332 1,729 3,077 1,080 1,321 12.2

G.rman 9,977 1,057 9,191 . 1,609 3,414 654 851 12.0

Irish 8,960 922 1,132 1,311 1,292 587 646 12.0

Italian 3,780 860 671 757 1,043 128 222 10.3

Polish 2,266 420 430 436 . 700 117 163 10.9

Russian 1,375 148 166 164 482 161 253 12.4

Spanish:
Central or South Aserican 147 37 12 23 37 17 15 11.4

Cuban 211 47 46 22 52 19 26 10.7

Mexican 1,343 737 182 187 161 55 21 7.2

Puerto Rican 179 54 39 45 10 7.4

Other Spanish 540 107 71 113 156 48 45 11.4

All other 37,66 1 6,20i 5,396 6,720 11,705 3,717 3,916 12.0

Not reported' 0 ,106 1,853 1,404 1,424 2,433 596 596 11.1

PERCINT DISTRIBUTION

total, 25 Years old and over 100.0 13,8 13,4 17,8 33.9 10.3 11.0

English 100.0 10.5 12.0 17.4 33.5 12.2 14.4 (X)

Comma 100.0 8.6 16.0 15.8 37.2 9.9 10.5 (X)

Irish 100.0 12.0 13.8 18.8 35.3 9.9 10.2 (X)

Italian 100.0 20.0 15.0 19.3 32.0 6.7 7.0 (X)

Polish 100.0 15.4 16.1 17.7 35.1 7.0 6.6 (X)

Russian 100.0 9.4 10.6 10.9 33.7 12.9 22.* 00
Spanish:

Central or SotIth American 100.0 17.6 12.3 16.2 29.4 13.3 21.2 (X)

Cuban 100.0 18.4 16.6 11.0 27.5 12.8 12.7 (X)

Mexican 100.0 45.5 13.1 17.1 18.0 4.8 1.6 (X)

Norio Rican 100.0 45.1 13.2 19,6 18.4 3.3 2.4 (R)

Other Spanish 100.0 16.1 10.3 21.3 32.4 11.2 6.7 (X)

All other 100.0 13.4 12.0 17.8 34.0 21.2 11.6 (X)

Not reported' 100.0 17.0 14.6 16.2 33.2 6.2 SA (I)

'Includes persons ate reported that they did mot lisom their ethnic origMIM



246 APPENDIX

YEARS OF SCHOOL COMPLETED BY PERSONS 25 YEARS OLD AND OVER. BY AGE AND ETHNIC ORIGIN:
NOVEMBER 1969-Continued

(Numbers in thousands. Civilian rioninstitutional population)

Age and ethnic origin Total

Trav of school completod
Median
yosra of
school

completed

Elementary school Nigh school Collogo

Les0 than
8 years

6

yearn
1 to 3
year.

4

years
1 to 3
years

4 years
or moe

PLI1CD:7 015781011710M--Con1 1nued

25 to 34 years old 100.0 4.5 4.8 17.4 41.5 14.7 154 (X

English 100.0 4.3 4.6 15.5 41.2 16.9 17.6 (2)
Germin 100.0 1.6 4.1 14.6 47.4 14.6 17.5 (X)

Irish 100.0 2.6 3.7 18.6 45.1 15.9 13.9 (2)
Italian 100.0 5.3 3.3 16.3 50.4 12.7 11.9 (X)
Poltsh 100.0 1.4 3.0 10.5 53.9 15.1 t6.3 (X)

Russian 100.0 0.5 O. 3.8 24.9 17.7 52.6. (X)

Spanish:
Central or South American 100.0 8.8 12.0 16.8 35.2 15.2 12.8 (2)
Cuban 100.0 11.0 12.6 11.9 33.0 17.4 13.8 (X)
Mexican 100.0 23.2 12.0 n4.4 32.2 6.4 1.6 (2)
Puerto Rican 100.0 31.8 6.9 32.2 21.0 4.2 1.9 (X)
Other Spanish 100.0 7.1 3.5 22.1 40.7 16.8 9.3 (2)

All other 100.0 2.6 4.4 17.5 43.3 15.6 15.6 (X)
Not rePollee 100.0 6.2 7.2 20.3 43.8 10.9 11.6 (X)

35 years old and ewer 100.01 16.5 15.9 17.8 31.1 9.1 9 6, (X)

English 100.0 12.0 13.7 17.6 31.7 11.1 13.6 (X)
German 100.0 10.8 22.0 ;6.1 34.2 6.8 8.5 01)

Irish 100.0 14.3 16.3 16.8 32.9 6.4 9.3 (X)

Italian 100.0 23.5 17.6 20.0 27.8 5.2 5.9 (X)

Poliah 100.0 111.5 19.0 19.2 30.9 3.2 7.2 (X)

Russ1an 100.0 10.8 12.1 11.9 35.1 11.7 18.4 (X)

Spanish:
Control or South American 100.0 25.2 12.2 15.6 25.2 11.8 10.2 (X)

Cuban 100.0 22.3 21.8 10.4 24.6 9.0 12.3 (X)

MOX10118 100.0 54.9 13.6 13.9 12.D 4.1 1.6 (X)

Puerto Rican 100.0 52.4 16.1 11.6 13.4 2.7 3.0 (X)
other Spanish 100.0 19.8 13.1 20.9 28.9 8.9 84 (X)

ALL other 100.0 10.6 14.5 17.6 31.1 9.0 10.4 (X)
Mot reportods 100.0 20.4 17.3 17.8 30.0 7.4 7.4 (2)

'Includes persona who reported that they did met Remo their timie origio.



APPENDIX F 247

YEARS OF SCHOOL COMPLETED BY PERSONS 25 YEARS OLD AND OVER, BY AGE, RACE, AND SEX,
FOR THE UNITED STATES, BY REGIONS: MARCH 1970

(Numbers in thousands)

J.

nuts ae Immo. compttaco

aglow. au. Race. TOTAL ELEN1NTAMY SCHOOL MUM
2210 SLR 4041.4.4.,

PICA sags% COLLIDE

1104 0 70 4 5707 a a TO 3 1 70 3 4 4 COMPLETED7EA45. 42444 41442 41411. 44444 17486 Os
1

tOet

ALL eaccs--mALIL

TOTAL. 24 41.444 ANO OvER 51 744 3 031 4 884 7 041 8 344 IS 571

4C4THEAST
1.-

s $00 4 443 3 168 12.2

12 031 403 1 07?
404TH CENTRAL

1 840 2 140 4 167 1 Ala 1 043
iG 640 449 1 123 2 407

812 12.2
MTH 2 431 4 747 1 342 1 0E1

14 525 1 465 2 140
840 12.1

GEST
1 701 2 447 3 021 1 510 1 443 C69 11.68 708 ms 433 107 1 214 2 726 1 444 804 744

IS TO 44 74444 23 474 444 1 244 1 647 3 744 S 734 3 165 2 314 g 9.7

404THEAST
12.2

1 499
NORTH CENTRAL

65 231 464 831 2 217 684 0084 444 75 237 477 12.1

40uTH
461 1 042 2 727 763

? 154 ma 044
000 543 12.1

WEST
546 1 2410 2 301 463 497 -404 12.14 tat az 113 144 454 1 490 152 474 444 12.1

go 70 64 VICARS it 945 t 074 2 124 3 133 3 455 S 794 1 444 g 474 1 041

marmeasr
13.c

4 206 140 484
404TH CENRMAL

404 1 001 1 460 413 344
4 630 134 427 262 12.1

FauTH
1 144 1 042 1 761 416 4344 443 474 977 240 :2.0

MIST
720 447 1 152 101 326 SO7 10.73 236 122 4.32 145 401 1 020 418 247 231 12.4

60 74544 AND OVER 8 Asa 1 388 1 511 2 241 1 047 1 043 487 3147 260 4.6
moArftcasr 2 125 280 348
404TH CE4744

609 204 140 114 1011 72
2 412 260 450

8.7

SOUTH
410 274 269 112 so

2 517 640 506
00 8.6

VEST
434 311 268 146 120 73 a.a

1 310 101 g86 317 104 214 94 46 es 4.11

ALL RAcEs--TENALE.

Tam, As TEAR4 ARO OVER 57 427 2 716 4 041 7 444 10 327 21 463

.

S 484 1 345 1 At'

moArhassr
- 1/.1

14 71 412 1 170 2 170 2 532 5 004 1 161 423 114 14.1NORTH CENTRAL 14 403 1 024 2 670 2 772 354 1 549 031 354 572SOUTH 17 324 1 107 2 305 A 42S 3 374 5 440 1 493 s est sal 11.94137 9 saa 223 540 484 1 444 2 731 1 101 441 443

RS

12.o

24 10 44 TEA 24 411 344 946 1 303 4 741 41 S20 2 844 g ma, 704

NORTNE444

12.4

6 032 85 203
404TH CENTRAL

314 1 0114 4 042 506 472
6 648 41 114

171 12.o

0144.144
421 1 251 2 424 791 421 104 16.4

7 353 184 444 46$ 1 700 2 040 743 454 161 12.3
IMIST 4 327 61 140 166 717 1 459 740 374 187 12.5

45 TO 64 YEARS .

.

Si 764 614 2 094 1 217 3 094 7 944 1 47/ 1 040 524 12.1

4044,441T 5 714 157 472
NTRAL

0063 1 032 2 207 427 285 115 12,1
NORTH CE
SOUTH

4 062 120 378 1 163 1 Ill X 340 434 245 III 11.1
4 484 406 1 074 760 1 230 1 484 507 143 175 11.3

VIST 3 403 111 170 330 414 1 370 50; 178 121 12,3

64 14444 ANO OVER 11 140 1 438 1 980 2 444 1 474 2 047 764 426 146 11.8

N0RTHEA4T 2 464 381 495 466 414 554 124 74 13 0.7
404TH C447441. 3 23e 242 513 1 OsS 410 434 224 1.14 44 4.8
SOuTH . o 2 384 414 741 603 440 341 234 100 45 4.6
41147.. . , 1 755 151 230 309 244 401 164 6* 34 10.1

WHigc--NALE

TOTAL. 25 9E545 AND 05E4 46 606 2 102 4 004 6 474 .7 267 ,14 410 4 274 3 844 4 124

NORTHIAST

12.2

11 410(-. 435 464
NORTH CENTRAL

1 7aS 1 443 4 904 1 127 s 04g 744 12.1
13 614 372 942 2 476 2 :40 4 448 1 346 04g 412 12.2

SOUTH 13 031 977 1 623 1 453
ST

2 144 3 404 1 418 1 074 410 12.1
NE 4 044 318 454 845 1 103 4 SOO 1 376 738 704 12.4

25 TO 44 TEARS 20 973 401 1158 1 442 1 074 7 434 2 451 2 224 1 844 12.6

NORTHEAST
.

4 990 SS 143 312
WORTH CCNTRAL

724 2 040 624 572 464 12.6
024 SO 200

GOutH
414 004 2 536 724 471

4 921
5111 12.5

217 464
NEST ...

443 934 4 005 804 451 444 12.5
3 474 79 96 178 2,04 1 358 797 425 415 11.8

44 TO 04 74444 18 072 704 1 741 5 877
.

3 140 5 473 1 440 1 229 1 006 12.1

NO4INEAST . . 4 874 121 432 744
warm tcalailu

931 1 477 391 364 260 12.1
4 297 111 340

ItOuTH
1 103 443 1 499 497 333 241 12.1

4 934 372
BEST

767 605 46/ 1 251 472 404 293 11.4
2 467 96 183 373 432 946 444 227 221 12.4

64 YEARS 440 01E4 . . .. ...... 7 461 995 1 445 1 144 t 024 444 450 100 151 4.1

NORTHEAST a as* 249 339
.

1444TH CENTRAL
494 284 244 112 104 71 8.7

2 243 211MTH 432 253 272 263 112 24 4 4.6
2 116 302 447 404 304 252 142 114 GO 8.4

NEST 1 144 144 176 244 102 107 94 26 44 0.0

5.5



YEARS OF SCHOOL COMPLETED BY PERSONS a YEARS OLD AND r",'1:1, BY TYPE OF RESIDENCE, AGE,

RACE, AND SEX, FOR THE UNITED STATES: MARCH 14 IA 'Nntinuad

AREA. AGE., RACE, AHD SEX

_

eENCEXT DISTRIOUTION

020144
SCHOOL

COPRECTrb

TOTAL
poPuLA-
TION

(THOUSANOS)
TOTAL

ruma OP SC4004. COM8LET(0

2LE4041661 somni. 4244 SCROOL COLLEGE

0 TO 4
YEARS

n TO 11
TEAS:

8 1105
TEARS

4 1 TO 3
PC444 TEARS

5
00 NOSE

4104,3 .

11074 SEALS

TOTAL, 20 YEARS OLC 440 MEC 10 089 100.0 15 1 16.7 11.2 2 .5 23.4 5.9 2.9 1.6 6.81

METROPOLITAN AmEAS 7 278 100.0 10.3 14.4 11.3 25.1 26.6 7.3 3.1 1.8 10.7

IN CENTRAL CITIES 5 753 100.0 9.8 18.2 11.7 23.4 2603 7.6 3.3 , 1.7 10.,

OuTSIDE CENTRAL CITIES 1 525 106.0 17.2 15.2 10.0 24.2 27.0 6.4 2.2 2.4 20.6

NOAKEIROPOLITAU AREAS 2 811 100.0 27.4 22.7 .10.8 28.4 24.9 2.3 2.4 2.0 0.0

mo4f8424 2 493 100.0 211.0 22.5 10.8 19.3 25.8 2.0 2.4 2.1 0.2

rARM 314 100.0 37.8 26.3 10.1 11.11 -8.1 1.3 1.7 0.5 6.4

21. TO 44 YEARS OLD 4 998 200.0 4.9 9.7 7.8 211.4 54.2 8.0 4.1 2.6 11.8

mL7010POLITAN AREAS 3 805 100.0 2.7 7.8 7.5 211.1 24.8 4.6 0.0 1.11 12.1

IN c AAAAAA CITIES 2 935 200.0 2.8 7.3 7.5 21.3 37.2 10.0 4.1 1.7 12.1

ouTStUC CENT0A1 CITIES 869 200.0 2.5 9.3 7.5 31.7 55.2 8.1 3.4 2.1 11.9

NORNETADPDLITAN AREAS 1 193 100.0 22.7 25.7 4.0 29.5 23.8 3.0 4.4 0.4 10.4

NONEARN 1 076 100.0 11.3 14.3 8.7 30.3 26.4 3.1 11.4 1.0 10.5

FARR 117 700.0 15,2 28.5 10.4 22.2 17.3 1.7 4.7 - 6.6

us YEARS OLD AND OYER 5 091 100.0 25.2 23.6 :4,4 MO 12.8 3.8 1.7 1.6 8.1

m(cposull 10218 AREAS 9 473 100.0 18.6 21.6 25.5 .20.0 15.6 4.7 2.1 2.8 8.6

IN CENTRAL CITIES 2 826 100.0 17.2 21.3 16.1 21.5 15.9 4.6 2.5 1.7 8.7

OUiSIDE CENTRAL CItIES 656 100.0 25.1 23.1 13.2 14.2 16.1 5.1 0.7 2.6 4.1

VONMETROPOLITA4 ar...EAS 1 617 100.0 38.9 27.9 12.1 10.6 6.6 1.7 0.8 1.1 6.2

NOmfAAN 2 416 700.0 37.2 28.3 12.4 10,4 7.1 1.8 1.0 1.1 CC

FARM 201 100.0 S1.1 25.1 10.2 8.9 2.7 1.1 - 0.8 4.4

MALE
.

TOTAL. 25 YEARS OLD 800 OvEa o 619 00.0 18 6 26 0 11. 21 9 2 2 5.7 2.8 1.7 8,4

METIOROLITAN AREAS 3 341 100.0 22.3 :4.7 11.1 23.7 25.0 6.8 3.1 2.1 10.4

29 CENTRAL (17285 2 515 100.0 11.7 24.5 12.6 23.6 25.6 6.6 3.1 2.0 10.4

007510E CENTRAL CITIES 746 100.0 14.4 15.6 9,5 24.2 24.6 7.1 2.4 2.1 10.3

TIONMETRopOLITAN AREAS 1 278 100.0 35.1 29.2 8.4 17.2 13.9 2.6 2,2 0.1 7.3

1 126 100.0 33.2 21.) 8.1 17.6 15.0 2.7 2.3 2.0 7.6

rum 15) 200.0 411.5 18.6 1.5 14.3 5.5 1.3 1.1 . 5.1

25 70 at YEARS OLD 2 319 100.0 6.6 11.9 6.6 28.1 31.3 7.5 0.2 2.5 11.4

METROPOLITAN AREAS 1 75C 100.0 3.6 10.1 4.8 28.9 33.7 0.6 4.0 2:2 11.9

IN CE sTICS 1 326 100.0 3.8 9.4 4.2 27.6 34.7 4.6 4.2 2.1 14.0

OuTSIDE CINTRAL CITIES 431 100.0 2.8 12.1 7.3 33.0 30.7 4.4 3.9 2.3 31.5

MONMETROpoLITAN 44(18 56! 200.0 26.3 17.7 6.0 25.6 23.7 3.5 4.3 0.9 9.9

NONFARM 507 100.0 15.7 26.3 8.0 26.0 25.1 3.5 4.4 1.0 10.2

FAR,.
54 (8: Is) (a) (a) (a) (a) (a) (a) (a) (a)

(5 YEARS OLD ANO OVER 2 300 100.0 30.7 20.1 13.6 15.6 13.0 1,8 1.4 1.6 7.9

METROPOLITAN ANEAS I 583 :40.0 22.0 29.9 15.1 17.9 26.1 11.7 2.3 2.9 4.5

IN CENTRAL CITIES 1 269 100.0 19.9 19., 16.0 29.4 16.1 4.6 2.4 1.9 6.6

OUTSIDE CENTRAL CITILS 315 :00.0 30.3 20.5 12.6 12.2 16.3 5.3 0.9 2.0 7.9

NOMMETOOPOLITAN AREAS 717 100.0 411.8 20.4 9.7 10.6 6.2 1.8 0.6 0.8 5.0

HONTATA 618 100.0 47.5 21.7 9.6 20.7 6.7 2,1 5.6 7,0 5.1

FARM .

99 100.0 64.6 22.2 20.0 213.0 2.9 3.9

FEMALE

TOTAL 25 YEARS OLu AND OVER 5 870 100.0 12.1 17.3 11.3 24.5 24.4 6.0 2.5 1.5 10.1

mCTRopOLITAN AREAS 3 637 100.0 8.6 14.1 10.9 26.3 27.7 7.6 3.7 1.6 10.9

24 CENTRAL CITIES 3 158 100.0 11..3 15.9 11.0 26.9 27.) 7.9 3.3 1.4 10.9

02275120 ((NUM CITIES 779 100.0 10.1 14.9 10.5 24.1 29.3 6.S 2.1 2.7 10.8

kONNETRopOLITAN AREAS. . . . . . 1 533 100.0 20.3 25,6 22.) 29.8 15.8 2.0 2.5 1.1 6..J

9088669 . . . . . . .......... . . 1 367 100.0 20.2 24.7 12.4 20.6 16.4 2,1 2.5 1.1 0.4

RANH 166 100,0 27.3 33.3 31.0 13.3 10.5 1.1 2.3 0.4 7.0

,

25 To 44 5E4.46 01.0 2 679 100.0 3.) 7.7 7.2 31.2 36.7 6.5 4.1 4.4 12.0

METROPOLITAN AREAS 2 047 100.0 2.0 .5.6 6.4 30.7 3911 10.3 3.9 1.5 12.1

IN CC . 181E0 I 609 100.0 I. 5.6 6.1 30.7 39.3 22.0 4:0 1.3 22.1

OUTSIDE CENTRAL CITIES 438 200.0 2.2 6.6 7.7 30.4 39.8 1.7 3.5 2.0 12.1

NON4LTR8)POLItAN AREAS 632 100.0 7.7 15.1 9.7 33.0 27.8 2.6 4.5 0.9 10.7

80/0844
9444

561
63

100.0
(s)

1.5
(el

12.5
Ca)

9.4
(s)

34.2
(a)

26.3
(s)

2.6
(a)

,4.1
(a)

.2.0
(s)

10.6
la)

45 WARS OLS AND OVER 2 790 100.0 10.5 26.6 25.2 18.1 12.4 3.7 1,6 1.6 8.2

MEI401.01.1TAN AREAS 1 890 100.0 (5.9 23.1 15.7 21.6 15.! 4.7 2.1 1.8 4.1

IN CENTRAL CITIES 1 548 100.0 14.9 22.4 14.1 22.9 10.9 1.7 2.5 1.5 8.1

OUTSIDE CENTRAL CITIES 341 100.0 20.3 25.6 13.4 16.0 21.0 4.9 0.4 3.1 8.1

NONMETROPOLITAN AktAs 830 100.0 70.2 Mt 14.1 20.6 7.) 1.8 1.1 1.2 6.1

NoNFARN 794 100.0 29.2 55 .4 14.6 10.9 7.9 1.5 1.2 1.2 6.1

'mem 103 100.0 18.2 37.5 20.2 7.1 2.5 2.7 -
...._.

1.5
.

5.1
, _.

RCP4CSEMTS 2840 04 nOUNOS TO 2E40. 4A5E LESS THAN 05,000.
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Administrators Association, The first R: A survey of selected current

practices in reading instruction. Monograph 18. Palo Alto, Calif.:

National Press, 1966. Pp. 29-31. (Task 2)

Brant, C. S., & Hobart, C. W. Eskimo education, Danish and Canadian:

A comparison. Canadian Review of Sociology and Anthropology, 1966, 3,

47-66.

Brault, Gerard J. Some misconceptions about teaching American ethnic

childrentheir MOther tongue. *MOdern:LarigUage Journal, 194, 48; 67-71.

(Task 2)

Braun, Jean S. Relation between concept formation ability and reading

achievement at three developmental levels. Child Development, 1963, 34,

675-682. (Task 1)

Brazziel, William F., & Terrell, Mary. An experiment in the development

of readiness in a culturally disadvantaged group of first grade children.

Journal of Negro Education, 1962, 31, 4-7. (Task 2)

Brazziel, William F. Higher horizons in Southern elementary schools.
Journal of Negro Education, 1964, '33, 382-389. '(Task 2)

Brekke, Gerald W. Actual and recommended allotments of time for reading.

Reading Teacher, 1963, 16, 234-237. (Task. 2)
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Brengleman, Frederick H., & Naming, John C. A linguistic approach to
the teaching of English as a foreign language to kiadergarten pupils
whose primary language is Spanish. BVE06881 Fresno State College, Calif.
CRP-2821. LIU39397 University of Minnesota, Minneapolis. 1966. 246p.
ERIC: ED 010 034.

Brennan, Joseph T. Guiding principles for organizing reading programs
for the culturally atypical child--disadvantaged. In Donald L. Cleland
& Paul E. Stanton (Eds.), Readin& in its sociological*setting. Conference
on Reading, University of Pittsburgh, 1967, _23, 161-166. (Tasks 2 & 3)

Brett, Sue M. (Ed.) Project English notes. English Jonrnal, 1964, 53,
465-469. (Task 2)

Brickner, Ann. Follow-up study of Listen Look Learn: First year
students who used traditional basal programs in second year. Research
and Information Report No. 1. Educational Developmental Laboratories,
Huntington, N. Y. 1969. (Task 2)

Brickner, Ann, & Scheier, Elaine. Summative evaluation of Listen Look
Learn Cycles R-40, 1967-68. Resc.arch and Information Bulletin No. 12.
Educational Developmental Laboratories, Huntington, N. Y. 1968.
(Task 2)

Brickner, Ann, & Senter, Donald R, Learning 100 System use with Project
100,000 inductees, Fart Polk Training Center. Research and Information
Report No. 3. Educational Developmental Laboratories, Huntington, N. Y.
1969. (Task 2)

Brightwell, Shelby, & Grebe, E. Leo. An action study: Initial teaching
alphabet. School and ComainitE, 1970 56(7), 28-29, 15. (Task 2)

Burl J. Impact of a reading improvement program Journal of
Educational Research, 1968, 62, 177-182. (Task 2)

Briscoe, Cecil D. A reading program with lay aides and programmed
material. C1:_eari___1_gl'HOUSe, 1969, 41, 373-377, (Tasks 2.6, 3)

Brittain,14axy M. Inflectional performance and early reading achievement.
Reading.-.ResearchQuartetly, 1970,.6, 34-,48. (Task 1)

Braman, Betty Lou, ,Factors,associated with teacher knowledge of reading
skills .DOctotal.diasertationi'iUniversity of Tenneasee, 1962. -Univer-
sity Microfilms NO. 62-5574.' (Task 3)

Brooks, Deton J., Jr. The blackboard curtain: A study to determine the
literacy level of able-bodied persons receiving public assistance. Cook
County Department of Public Aid, Chicago. 1963. (Task 1)
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Brown, Don A. Educational characteristics of adult illiterates: A

preliminary report. La George B. Schick & Merrill M. May (Eds.), New

frontiers in college-adult reading. National Reading Conference Yearbook,

1966, 15, 58-68. (a) (Task 1)

Brown, Don A. Relating methodology to characteristics of adult

illiterates. In J. Allen Figurel (Ed.), Vistas in reading. Interna-

tional Reading Association convention proceedings, 1966, 11(1), 390-392.

(b) (Tasks 1 & 2)

Brown, Don A. Variables predictive of success in learning to read. In

J. Allen Figurel (Ed.), Reading and realism. International Reading

Association convention proceedings, 1968, 13(1), 794-797. (Task 1)

Brawn, Don A., & Loper, Doris J. Word recognition in the elementary

school. In Marjorie S. Johnson & Roy A. Kress (Eds.), Corrective

reading in the elementary classroom. Perspectives in Reading, No. 7.

Newark, Del.: International Reading Association, 1967. Pp. 91-108.

(Task 2)

Brawn, Don A., & Newman, Anabel. Attitudes of adult illiterates toward

reading materials and educational programs. In George B. Schick &

Merrill M. May (Eds.);'MaltidiscWinary-aspeCts of college-adult readim.

National Reading Conference Yearbook, 1968, 17, 167-180. (Task 1)

Brown, Don A., & Newman, Anabel P. Research in adult literacy. Journal

of Reading Behavior, 1970, 2, 19-46. (Tasks 1 & 2)

Brown, Edward T. Programmed reading for the secondary school. High

School Journal, 1966, 49 327-333. (Task 2)

Brown, James I. Evaluating a visual-linguistic, multi--media approach to

primary reading. Paper presented at the International Reading Associa-

tion conference, Kansas City, Mo., Apr. 30-May 3, 1969. 12p. ERIC:

ED 030 536. (Task 2)

Brown, Virginia L. Reading instruction. Exceptional Children, 1967, 34,

197-199. (Task 2)

Brueckman, Elizabeth A. Advanced reading program--Taft High School.

Journal of Developmental Reading) 1961, 4, 228-238. (Task 2)

Brueckman, Elizabeth A. High school reading laboratory aids student

development: Individualized practice, key to growth. Chicago Schools

Journal, 1964, 45, 373-376. (Task 2)

Bruininks, Robert H.
reading, and written
J. Allen Fignrel (Ed.
Del.: International

Measures of intelligence, language, creativity,
language achievement of disadvantaged children. In

), 'Reading"goals for-the'disadvaritaged. Newark,

Reading Association, 1970. Pp. 43-54. (Task 1)

2
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Bruininks, Robert H., Lucker, G., & Grepper, Robert L.
Psycholinguistic abilities of.good qnd poor reading disadvantaged first-
graders. Elementary School Journal-, 1970, 70, 378-386. (Tasks 1 & 2)

Bryan, Quenti.... R. Relative importAlIce of intelligence and visua]
perception in predicting reading aChievement. California Journal of
Educational Research, 1964, 15, 44/48. (rask 1)

Bryant, Beverly. Miami prevents rOading failure with the disadvantaged.
Instructor, 1969, 78(7), 106, 156-1-S7. (Task 2)

Bryant, N. Dale. Some principles Ot reMedial instruction for dyslexia.
Reading Teacher, 1965, 18, 567-572, (Task 2)

Bryde, John F. The Sioux Indian sOldebt: A study of scholastic failure
and personality conflict. Doctoral- dissertation, University of Denver,
1965. University Microfilm No. 661594. (Task 2)

Brzeinski, Joseph E. Beginning reAding in Denver. Reading Teacher,
1964, 18, 16-21. (a) (Task 2)

Brzeinski, Joseph E. Reading in die kiadergarten. In Warren G. Cutts
(Ed.), Teaching young'children to.fead. Proceedings of a conference,
Nov. 14-16, 1962. United States oPy7z of Education Bulletin, 1964
No. 19, 50-58. (b) (Task 2)

Brzeinski, Joseph E., Harrison, M. lateile, & McKee,Paul. Should Johnny
read in kindergarten? A report on the Denver expertment."NEA'Journal,
1967,56(3), 23-26. (Task 2)r,

Buchanan, Cyntbia.D. Programed reAding,. In Elaine C. Vilscek (Ed.), A
decade of innovations: :Approaches to 1,01.2vats:mt..451Las? InternatienT
ReadinSsociation convention pr;Geediags, 1967;.12(3), 227-233.
(Task 2)

Buck, Pearl S. Reading and the Auteicsa public. ALA Bulletin, 1966, 60,
931-936.

Buerger, Theodore A. A follow-up Ot remedial reading instruction.
Reading Teacher, 1968, 21, 329-334. (Task 2)

Burkhart, Robert C. (Ed.) The assOSsueat revolution: New viewpoints for
teacher evaluation. New York Stat0 Education Dept., Albany. Div. of
Teacher Education and Certificat1o01 State Univ. of New York, Buffalo.
Coll. at Buffalo. 1969. 343p. 040 ED 036 485. (Task 3)

Burkott, Ann P., & Clegg, Ambrose JV. Programmed vs. basal readers
in remedial reading. Reading TeadNr, 1968, 21, 745-748. (Task 2)

Burmeister, Lou E. Usefulness of Olonic generalizations. Reading
Teacher, 1968, 21, 349-356. (Task
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Burnham, Brian. Facing up to a curriculum research design problem:
Evaluating programs for the "educationally deprived". Ontario Journal
of Educational Research, W 1967-68, 10, 83-99. (Task 2)

Burrows, A1vina T., & Lourie, Zyra. When "two vowels go walking".
Reading Teacher, 1963, 17, 79-82. (Task 2)

Bush, Robert N. The science and art of educating teachers. In Stanley
Elam (Ed.), Improving teacher education in the United States.
Bloomington, Ind.: Phi Delta Kappa, 1967. Pp. 35-62. (Task 3)

Bush, Robert N. Can we develop curriculum-proof teachers? Educational
Forum, 1969, 33 ,417-425. (Task 3)

Bush, Robert N., & Gage, N. L. Center for Research and Development in
Teaching. Journal of Research and Development in Education, 1968, 1(4),
86-105. (Task 3)

Bushnell, Don D., de Mille, Richard, & Purl, Judith. The application of
computer technology to the improvement of instruction and learning. In
United States National Commission on Techuo/ogy, Automation, and
Economic Progress, Technology and the American economy. Washington,
D. C.: United States Govt. Printing Office, 1966. Appendix vol. 4,
Educational implications of technological change. Pp. 2-28.

Byerly,Carl L., & Whipple, :Gertrude. Detroit's Multiradial reading
ptogtath. AudiovisuaI:InstruCtion, 1965, 'JO:, 290292.' (Task 2)

Byers, Loretta. Pupils.' Anterests and the cOntent of primary:reading
texts.' Redding-Teacher, 1964;17, 2272,33, 240. (Task:2)

Cabrini; M. '.411414;070.1:40ry,§pan andfunotional articulatory disordere
in,telation:t0:reading.A41::gradetwo.JOUrnal--of-Developmental Reading,

_

1963,r7, 247.28 (Task 1):

California::Bureau of Adult-Education. California plan for adult basic
education under the Economic Opportunity Act of 1964. Sacramento.
est, 1966. (Task 2)

_

California Bureau of Compensatory Education Program Evaluation.
Evaluation of ESEA Title I projects of Calif4mnia Schools. SuMmary of
annual report 1965-1966. Sacramento: Superintendent of Public
Instruction, 1967. (Tasks 1, 2, & 3)

California Bureau of Compensatory Education Program Evaluation.
Evaluation of ESEA Title I projects of California schools. Summary of
annual report 1966-1967. Sacramento: Superintendent of Public
Instruction, 1968. (Tasks 1, 2, & 3)
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California Bureau of Compensatory Education Evaluation and Research.
Evaluation of ESEA Title I projects of California schools. Annual
report 1968-1969. Sacramento: Superintendent of Public Instruction,
1969. (Tasks 1, 2, & 3)

California Elementary School Administrators Association. The first R:
A survey.of selected current practices in reading instruction. Mono-
greph 18. Palo Alto,,Calif.: National Press, 1966.

California State Committee on Basic Education. Basic education for
adults: A report. Sacramento: California State Department of
Education, 1965. (Task 2)

California Test Bureau. 1963 norms: Technical report on the California
Achievement Tests, 1957 edition. Preliminary edition. Del Monte
Research Park, Monterey, Calif. est. 1967.

California Test Bureau. Comprehensive tests of basic skills. Bulletin
of Technical Data, Form Q, No. 1. Del Monte Research Park, Monterey,
Calif. Oct. 1968. '

Callaway, Byron. Relationship of specific factors to reading. In
J. Allen Figurel .(Ed.);'Reading'and'tealism. International Reading
AsSociation convention Proceedings; 1968,13(1), 688-692. (Task,a)

. .

'Calvert, "JametromeS,George-F.,:Jr. ..Oculomotor:spasms:Jn
handicapped readers. Reading:TeaCher,:1966;20;::231,-236.

Campbell, Joel.. 7eating-Of.cUlturally different groups..: RDR763-4,
No. 14. -1RB-64.-34''.- Eddcational:.TestingServiCe,Princeton, N h 1964.

1)

( util,WSheppard,C. , Carol,.& Lamberti, Elaine. .An

..tvaluation of the California Achievement Test, Elementary,'Form W,
Reading Comprehension. Journal of Educational Research, 1964, 58,

(Task 2): ' ..-7 -- .

Caplan, Stanley & Ruble, Ronald A. A study of culturally imposed
factors on school achievement 'in a metropolitan area. Journal of
Educational Research, 1964, 58; 16-21. (Task I)

Cardon, Bartell W. ': Sex differenCes in school achievement. ElemerLt.ary.

School Journal, 1968,-68, 427-434: (Task 1)

Carlton, Lassie, & Moore, Robert H. A study of the effects of self -
directive dramatization on the progress in reading achievement and self -
concept of culturally disadvantaed elementary school children., Illinois
State Univ., Normal. 1965. CR2-S-190. 83p. ERIC: ED 003 692.
(Task 2)
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Carlton, Lessie,-&-Moore,-Robert H.Culturally disadvantaged Children
can be helped...-NEA:JOUrnal, 1966;.55(6), 13-14 .(a) (Tabk. 2)

Carlton, Lassie, & Moore, Robert H. The effects of self-directive
dramatization on reading achievement and self-concept of culturally
disadvantaged children. Reading Teacher, 1966, 20, 125-130. (b)
(Task 2)

Carmichael, Leonard, & Dearborn, Walter F."Reading.and'Visual fatigue.
Boston: Houghton Mifflin, 1947;

Carrese, Louis M., & Baker, Carl G. The convergence technique: A
method for the planning and programming of research efforts. Management
Science, 1967, 13(8).

Carroll, John B. Research in education: Where do we stand? Graduate
School of Education Association Bulletin, 1960, 5, 3-7. (Tas, 2)

Carroll, John B. Research on reading and its teaching: Educational
psychology and educational research. Study prepared for James B. Conant,
Harvard University. Sept. 1961. (Tasks 2 & 3)

Carroll, JOhn B.
from psycholOgy
oflearningandY
Yearbook,: 1964,

The analysis of:reading instruction:: j'erspectives
and linguistics. In Ernest R. Hilgard (Ed.),-:Theories
ingttliCtion... National Society forthe-Study of Education
63(1)3367353;

Carroll, John B.
(Ed.), Claremont

Carroll, John B. Problems of measurement related to the concept of
learr_ag for mastery. Reprinted from Educational Horizons, Spring,
1970. Pp. 71-80.

R:radt ;11=1:::CrY2ttrolt:e134;'33,1=7 P.(TI-a)712-;

ss

Carson, Roy. M.,.s& Thompson, Jack M. .The Joplin Plan and track Aorli
reading groups. Elementary 'School-Journal, 1964, 65 38-43. (-

Over7 and nn4erachievament in reading. California
Journal of Educational Researdh,.1964', '15, 1757183. . (Task 1),

.Caftar, John L The long range effects pf a language stimulation
program upon Negro educationally disadvantaged first grade children.
Final report. Houston Univ., Texas. 1967. .BR.-678390. Contract
OEC-477-998390-0455- 33p- ERIC: ED 013 276, (raSk .2)

Carter, R. Phillip, Jr.- The .adult.social:adjustment of retarded.and
nonretarded. .JoUrnal.of'Reading, 1967, '11, 224-228.
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Carter, Thomas P. 'NexidarFAMericans in.school: A history of educational
neglect: New-Yotk:. College Entrance Examination Board, 1970.
(Tasks 1, 2, & 3)

Carter, Thomas P. Cultural content for linguistically different learners.
Elementary English, 1971, 48, 162-175. (raak 1)

Carton, Aaron S. Corrective reading services for disadvantaged pupils in
nonpublic regular day schools. Evaluation of New York City Title I
educational projects, 1966-67. Center for Urban Education, New York,
N. Y. Committee of Field Research and Evaluation. Oct. 1967. 78p.
ERIC: ED 034 008. (Task 3)

Cashdan, Asher, & Pumfrey, P. D. Some effects of the remedial teaching
of reading. Educational Research, 1969, 11, 138-142.

Caweltie-Gordon L. Reading improvement programs.in selected. Midwestern
high schools. Reading'Teather, 1963,-17, 36-37. (TE:sk 2)

Cawley, John F. Reading perfOrmance among the mentally handicapped: A
program in assessMent. TrainingSChOol'BUlletini 1966, 63, 11-16.
(American Institute for Mental Studies) (Tasks L.& 2)

Cawley, John F., Burrow, Will H., & Goodstein; Henry A. Performance of
Head Start and nonHead Start participants at first grade, -Journal of
Negro Education, 1970,39, 124,,131. (Task:2)"

t
,

Cawle, John F.; Chaffin, jerry,'& Brunning, Herbert.. An evaluation of
a junior:high school reading_iMprovement program. Journal of Reading,
1965, 9, 26-29. (Task '2)-

-Cellura, A.-Raymond; kl3utterfield, Earl C Intelligence,'.the Bender-
,

-!.-G,es.talt Test; andreadingachleVement, Anerican Journalof Mental
DefiCiency,:1_966,31,6063.,(Task.!:1) : H

,

S,Readability:An -aprraisa7 research anc1,applic:ation.
BureaU of Educational Research Monc 34 Columbus. Ohio
State:UniVerpity,1958. cresk,2)

1.4earnin to read The great debate-. New:yOrk!

& 2)- H'
,.

: Chall, Jeanne S. Learning-totread debate. Instructor, 1968, 77(7),
(a)'..(Tasik 2):

Chall, Jeanne S. The reading debate. School Management, 1968, 12(3),
53-56. (b) (rask-2)

.71%, . .. : . ' .

Chall, Jeanne S,RoSearCh..ln linguisticsand reading instruCtion:
: Implications for further researciv:And...practice. 'In J Allen Fignmel
Reading And-realisM. 'International Reading Association convention pro -
ceedinga; 1968, 13(1),-:5607571, <0... (Task 2)
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Chall, Jeanne S.t & Feldmann, Shirley C. First grade reading: An

analysis of tLe interactions of professed methods, teacher implementa-

tion and child background. Reading Teacher, 1966, 19, 569-575. (a)

(Tasks 2 & 3)

Chall, Jeanne S., & FeldMann, Shirley C. A study in depth of-first-

grade reading: An analysis of the interactions of professed methods,

teachet implementation and child baaground. -City Univ. of New York,

City Coll. 1966. CRP-2728. 1740.. ERIC: ED"010 03.6. : (Tasks 2 & 3)

Chall, Jeanne S., Roswell,

Ati.catoirgyTbe=t:g1ttny72,

Chalsant, James
dysfunctions in
ment of Health,

Florence G., & Blumenthal, Susan Hahn.
A factor in success in beginning reading.

113-118. (rasks 1 & 2)

C,, & Scheffelin, Margaret A. Central processing

children: A review of research. United States Depart-

Education, and Welfare, Bethesda, Maryland. 1969.

Chan, James, & Kingsley, Elizabeth. Evaluation report of cooperative

urban teacher education program, fall 1969. Mid-Continent Regional

Educational Laboratory, Kansas City, Missouri. 1970. (Task 3)

Chance, Norman A. The Eskimo of North Alaska. New York: Holt,

Rinehart, & Winston, 1966.

Chandler, Theodore A. lteading disability .and socio-economic status.

Journal-of-Reading 1966, 10, 5-21.- (Task 1)

Chansky, Norman M. Age, IQ, anclimprovement of.reading. Journal of

Educational Researdh,- 1g63,-56, 439. (Task 1)

:Charles, Carol. M.- The Indian-child's status in NewHMexico's public

eleMent.arachool.science programs.- DOctoralAissertation, University

:of_New Mexico, 1961. University,Lifierofilms.No.61-5266

IlexicanAmericaneducationi a bibliography.

Universit7 park.,-Mar 1968. .:28p. ERIC:

ED 016:562.

Charles, Harvey. A, survey of reading services in the community colleges

in the State University of New York. Journal of the'Reading Specialist,

1970, 9, 111-114. (Task 2)

Chase, Francis S. The higher illiteracy. New York State Education,

1964, 52(3), 5.

Chase, Naomi C. The language arts preparation of elementary school

teachers. Address presented at the annual meeting of the Minnesota

Council of Teachers of English, Apr. 27, 1963. 8p. ERIC: ED 028 172.

(Task 3)
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Chasnoff, Robert E. Comparison.of the initial teaching alphabet (I.T.A-)
with the traditional alphabet in first-grade reading. Newark State
College Union, N. J. 1965. Project No. S-210. 16p. (Task 2)

Chasnoff, RObert E. :Follow-Up in the Second grade Of an experiment
comparing the'initial teadhing alphabetand the traditional alphabet in
first-grade reading.. Newark.State Coll., Union, N. J. yaper read at
the American Educational Researdh AsSociationNew York City, Feb. 13,
1967. 15p. ERIC: ED 011 231. (Task 2)

Chasnoff, Robert E. Two alphabets: A follow-up. Elementary School
Journal, 1968, 68, 251-257. (Task 2)

Chern, Nona E. It\-service education: The realization of the potential.
In J. Allen Figurel (Ed.), Reading and realism. International Reading
Association convention proceedings, 1968, 13(1), 401-407. (Task 3)

Cheynfly, Frazier R. The informal reading inventory: How to construct
it, how to use it. Grade Teacher, 1970, 87(6), 116-117.

Ching, Doris C. Effects of a siY month remedial English program on oral,
writing, and reading skills of third grade Hewaiian bilingual children.
Journal fExperiuiental Education, 1963, 32, 133-145. (Tasks 1 & 2)

Christ, Frank L. A pre-college summer reading/study skills lab. In

George B. Schick & Merrill M. MaY (Eds.), Reading: Process and pedagoa.
National Reading Conference Yearbook, 1970, 19(2), 58-64. (Task 2)

Christenson, Adolph Oral reading:errors-of intermediate grade. children
at their:independent,'instrudtional,. and frustration reading levels. In
J. Allen Figurel (Ed..);:Reading:andirealism. International Redding
ASsociation convention prodeedings196S;:13(1), 674H677. (Task 2)

Chtistiansen Torothy:.- _Bilingualismeiated references "on teadhing
bilingual studentS. Center ForUM, 1969,4(1), 2748.

Clark,MarieR. NEA Journal, 1967,
56(5), 16719.-

Clark,WilliS 1F4: Hoysand girls77are there significant ability and
:adhievementdifferencea?':Phi:Delta:',KaPpan, 1959,41,, 73776. (Task 1)

Cleland, Donald L., & Miller, Harry B. Instruction in 'phonidi and
sucdeas:in beginning reading.19AREE'Sohool'Journal, 1965, 65,
278-282. - (Task. .2)

Clothier, Grant M. & Lawson, James H. Innovation in the inner-city:
,A.report on the Cooperative Urban Teacher Education program. Mid-
Continent Regional Education Lab'., Inc., Kangas City, No 1969.
Contract OEC-3-7-062876-3076. 68p. ERIC: ED 027 265 . (Tasks 2 & 3)
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Clymer, Theodore, The utility of phonic generalizations in the primary

grades. Reading Teacher, 1963, 16, 252-258. (Task 2)

Clymer, Theodore. Approaches to reading instruction. National

Elementary Principal, 1965,-45(2), 47-48 53-55. (lask 2)

Clymer, Theodore. What do we know about the teaching of reading?
EducationalLeadership, 1967;-24, 389391. (Task 3)

Coffman, William: Achievement tests. In Robert L. EbQ (Ed.),

Encyclopedia of educational research (4th ed.) New York; Macmillan,

1965. Pp. 7-17. (Task 1)

Cogan, Morris L. Research on the behavior of teachers: new phase.

Journal of Teacher Education, 1963, 14, 238-243. (Task 3'.

Cohen, Dorothy H. The effect of literature on vocabulary and reading

achievement. Elementary English, 1968, 45, 209-213, 217. (Task 2)

Cohen, S. Alan, Research and teaching reading to disadvantaged

learners: Implications for further research and practice. Paper

presented at International Reading Association conference, Boston, Mass.,

Apr. 24-27, 1968. 15p. ERIC: ED 022 628.

Cohen, S. Alan. '_Teach them all tO toad:. TheorY,:methods:and Materials_

for teatillitthe disadVantaged. New York: RandOmAOUse,:1969. (reak 2)

Cohen, S. Alan, & Kornfeld, Gita S. Oral vocabulary and beginning

reading in disadvantaged black children. Reading Teacher, 1970, 24,

33-38. (Task 1)

Cohn,'Stelle N. Organizing and administeringpublic school reading

-clinics, In J. Allen Figurel (Ed.); Reading 'and inatAa. International

Reading ASsOciationi.Conference Proteedings; 1965 10, 224-226. (a)

(rask 2)

Cohn, Stella M. Upgrading instruction through special reading services.

Reading Teacher, 1965, 18, 477-481. (h) (Tc,sk 2)

Coleman, E. B. Experimental studies "of readability, Part U. Measures

of readability and relevant populations. Elementary English, 1968, 45,

316-324. (Task 1)

Coleman, E. B. Collecting a data base for a reading technology. Journal

of Educational Psychology, 1970, 61, No. 4, Part 2. (Monogr. Suppl.)

(Task 2)

Coleman, james S. Equàlity of educational opportunity. Washington, D. C.:

United States Govt. Printing Office, 1966. (Coleman Report) (Task 1)
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Colette, Sister Marie (Ed.) Studies on-reading and on education of the
mentally handicapped.. Research Abstracts, vol. 5. Cardinal Stritch
Coll., Milwaukee,'Wls.: 1963. 168p. ERIC: ED 025 .085. (Tasks 1, 2 & 3)

Collier, Marilyn. . An evaluation of multi-ethnic basal readers.
Elementary 1967, 44, 352-157. (Task 2)

Columbia University, Bureau of Applied Social Research. Reading
instruction in the United States. Sept. 1961. (Tasks 2 & 3)

Columbia University, Center for Adult Education. Analysis and interpre-
tation of ABE experience in the inner city: Toward a theory of practice
in the public schools. Annual report, May 1969-June 1970.
0EO-0-9-422163-441(324) New York: Teachers College, Columbia University.
(Task 1)

Colvin, Charles R. Objectives and emphases in college programs. In

Clay Ketcham (Ed.); Collegelleading-Association Conference Proceedings,
1964. (rasks 2 & 3)

Colvin Charles R. A reading program that failed or did it? Journal of

Reading, 1968, 12, 142-146. (Task 2)

Colvin, Charles R. Qualifications and preparation of personnel in
college reading programs. Journal ofthe'Reading'Specialist, 1970, 10,
30-34. (Task 3)

Comstock, Aldyth T. Remedial reading teachers: Where do you find themT
ite...acling. Teacher, 1967, 20, 628-631. (Task 3)

Conant, James B. The education of American teachers. New York:

McGraw-Hill, 1963. CLark

Condie, LeRoy. An experiment in oral language instruction of Indian
children in selected New Mexico kindergartens. 1m Miles V. Zintz (Ed.),
A manual of readings for education across culttra.e no date.

Connecticut Department of Education, Hartford. 'Poaching of English

language arts, problems and recommendations: A vaport of the Connecticut
English and Reading Advisory Committee. BULL4107. (1968) 31p.

ERIC: ED 023 660.

Connor, Marjorie. Elementary reading teachers and the school psycholo-
gist. Le±dIrs_ Teacher, 1969, 23, 151-155. (O. 2)

Cook, Cleo H., & Kolson, Caifford J. The certtacation diLemma. Journal

of Teacher Education, 1963,'14, 186-187. (Tae:. 3)
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Coombs, L. Madison The educational disadvantage of the Indian American
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College Reading Association conference proceedings, 1969, 10, 57-63.
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1963, 52(4), 23-24. (Tasks 1 & 2)--
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(Task 2)

Davis, Joanne W. Teaching reading with paperbacks in an elementary

school: Three models for classroom organization. Elementary English,

1970, 47, 1114-1120. (Task 2)
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educational oppOriunitiesthrOUgh'enriched and improved_eduCation'programs.
ESEkTitie IeValuatiOn report, 1967-1968.': 1968. DSD-P-68-033.' 217P.
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Detroit BureaU of School:Studies (18th, Wayne,,,Maichigen, March 5, 1968)
37p.' ERIC: ED 033 101:: (Teak 2)



Detroit Public Schools, Department of Language Education. REACH--A
junior high school course in reading,and speech. Detroit Board of

Education. 1966. (Task 2)
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Ithaca, N. Y.:
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Cornell University,
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New York: Randoal House 1967 Pp 203-214 (Tasii723-
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1)
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-Dunn, Mary,K., & Harris Larry.A. (Compilers) Research on elementary
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23, Nav.;. 1969.
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Society for the Study of- Education Yearbook, 1968, 67(2),' 30-71. (c)
(Task 2)

Durkin, Dolores. A language arts program for pre-first-grade children:
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Dwyer, Carol Anne. Labllas premared from unpublished documents froM the

National Center for Edua*tionpfl Statistics (DREW): Walcational Testing

Service, Berkeley, Cadtl. 1972, (rasks 1 7N! 3)
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Four types of primary reading programs: A comparative
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Edington, _Everett D. Academic achievement of Anerican Indian students--
review of recent research. Paper presented at Rural,Sociological
Society meeting in San Francisco, Aug. 28-31, 1969. 12p. ERIC:
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2)

HF.AucatiOnal TeatingService:-: !CAT -.,-.STEP, series II. Book of norms.
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Emans, Robert; Urbas, Raymond.& Dummett, Marjorie. -The mEaning of

reading tests.- Journal'of RAading, 1966 9, 406-40;.,409,.

ERIC/CRIER Staff (Compilers) Trends and practices -1'1 secondary school

reading: A companion bibliography to A. Sterl Axtle!T's monmgraph.

ERIC/CRIER Reading Review Series, Bibliography 25. rtarch 1970.

Erickaon, Arnold A. The Program for reading at the ira Monte School.

Reading Teacher, 1964, 18, 111-113. (Task 2)

Eson, Morris, & Flinton, Doris. Comparison of hmnor-grades in grade 7

of original experimental and control groups in the Lamguage for Learning

experiment. Appendix 1. Bethlehem Central School DistricL, Delmar,

N. Y. est. 1965. (Task 2)

Evertts, Eldonna L. Selected annotated bibliography: English, English

education, and certification. National Council of Tceachers of English,

Champaign, Ill. ERIC Clearinghouse on Teaching of English. Sept. 1968.

38p. ERIC: ED 022 778. (Task-3)

Talaoner, George A. Amechanital device for teaching sight vocabulary

to young deaf children. 'AMerican'Annals'of'the'Dea, 1961,106, 251-

257. (Task 2).

.Tarr,.:RogerC. The evalnation of reading.:behavior. -Indiana University

SchoOl of Education,'Bulletin, 1969;.'45(6), 99-411. (a) 1,(Tesk 2)

Tarr,.Roger, C. Reading: What can be'teasured? IRA:monograph from ERIC/

:ioRIER.ReadingyReview Series. Newark, Del..: InternatiOnal Reading.

HAssociation, 1969., .(b);-,

Farr, RogerC., Barris, Larry A., Laffey, jamesL., iSt 8Mith, Carl B. An

examination of reading ,prograMs in:Indiana schools. Indiana University

SChOO1 ofEduCation Bulletin 1969, 45(2), 1-92. (Tablt0 21&

Farr, Roger C., Laffey, James, & Brown, Rexel. Secondary reading programs

-in Indiana:''Statua-and needs. JOurnil Of-Reading, 1970,.'.13,'269-274,

317-319. 2 & 3)'

Fasold, Ralph W. :Orthography in1reading,materialS for black English

:SPeakingehildreirlInjOan
G.:)34katzSc:Reger W. ShUy (Eds.),.'Teaching.

black children toreadi Washington, D C Center'ler Applied

Linguistics,1969 Pp 68-792. (Task 1):

TauStman,MarionReadingeenters
forretedial_reading students. In

California Elementary School Adminiatraters Association, The'first R.: A

amrlsyl. of seleCted Clirqiit. ..Erac ticeS in leaLgagiL
instruction. M:

NationaLRresa, 1966...Pp..: 23-28. (Ta

FaustMen, Marion N. 'Some effects:of perception
.

-

On:,:firstgradesuccess:in reading ,Ipjlelen K.

and'reading. ..International Reading AssoCiatiOn

1967, 12(4); 997101:: (Taal:

training in kindergarten
Smith (Ed.),'Perception
convention .proceedings,
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Feeley, Joan T. Spanish-speaking first graders learn to read in Hoboken.
Reading-reacher, 1969, 23, 40-42. (Task 2)

Feeley, Joan T. Teaching non-English speaking first graders to read.

Elementary English, 1970, 47, 199-208. (Tasks 1 & 2)

Feitelson, Dina. Teaching reading to culturally disadvantaged children.
Reading Teacher, 1968, 22, 55-61. (Task 2)

Feldman, Kenneth A. Using the work of others: Some observaticns on

reviewing and integrating. Sociology of Education, 1971, 44, 86-102.

(Task 2)

Feldmann Shirley C. Study in depth of first grade reading. Elementary

English, 1966, 43, 573-576. (Tasks 2 & 3)

Feldmann, Shirley C., Schmidt, Dorothy E. & Deutsch, Cynthia P. Effect

of auditory training on reading skills of retarded readers. Pe-rceptual

and Motor Skills, 1968, 26, 467-480. (Task 2)

Feldmann, Shirley, & Weiner, Max. The use of a standardized reading
achievement test with two levels of socio-economic status pupils.

Journal of Experimental Education, 1964, 32, 269-274. (Task 1)

Feldmann, Shirley, & Weiner Max. A. fourth validation of a reading

prognosis test for children of varying socioeconomic status. Educational
and Psychological Measurement, 1966, 26, 463-470.

Feldmann, Shirley, & Weiner, Max. Problems in construction and validation
of tests for children from different socioeconomic levels. High School

Journal, 1968, 51, 262-267. (Task 1)

Feravolo, Beatrice T. Motivation: Rock and roll music has them swinging.

Grade Teacher, 1968, 85(7), 114-116, 118.

P'erree George. Philosophy and the body of knowledge mique to the
profeasion of education. In Pi Lambda Theta, The body of knowledge unique

to the profession of education. Washington, D. C.: PLT, 1966. Pp. 9-26.

Fields, Irwin H. Corrective reading at Hawthorne High School. Journal

of Reading, 1966, 9, 182-185.

Figurel, J. Allen. Promoting literacy. In 3. Allen Figurel (Ed.)

Reading and inquiry. International Reading Association conference pro-
ceedings, 1965, 10 ,430-443. (Task 2)

Figurel, goals fot the disadvantaged. Newark,

Del.: International Reading:Aseeciation, 1970.

Kahil:iHelenS.,' Rate ,soci0-ecencdic.:level, housing,
and-readingreadinesa.' ::_ReadingTeaCher, 196721, 153-157 (Task 2)
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Fishman, Joshua-A,- Thel3readth,And,depthof English .in.the United
.States:FlOrida'FL:RepOrter.,-1969,-.:7(1),-41,43,..151. .(Task-1)-

Fitzgerald, Frances. Procedures and materials for the culturally
disadvantaged reader-in corrective and remedial classes. In H. Alan
Robinson (Ed.), Meeting individual differences in reading. Conference
on Reading, University of Chicago, 1964, 26, 159-163. (Supplementary
Educational Monographs, 94, 159-163)

Fitzgerald, Louis. Responsibilities of the reading consultant in
organizing reading programs for the culturally atypical child. In
Donald L. Cleland & Paul E. Stanton (Eds.), Reading in its sociological
setting. Conference on Reading, University of Pittsburgh, 1967, 23,
177-182.

F:'_tzpatrick, Mildred. Reading is talk--written down. New Mexico School
Review, 1967, 47, 12-13, 46. (Task 1)

Flaherty, Rose, & Anderson, Howard B. Boys' difficulty in learning to
read. Elementary English, 1966, 43, 471-472, 503. (Task 2)

Flanagan, John C., & Cooley, William W. Project TALENT: Id.zntification,
development, and utilization of human talents: Report of the eleventh
grade follow-up study. CRP-635. Uhiversity of Pittsburgh( 1965.
(Task 1)

CoOley, William-W. -Socioeconomic environment and
student abilities.::,In:their Project TALENT: :One-year f011ow7up Studies.
CRP-2333. School of EduCation, University of Pittsburgh. 1966.
-Appendix:E.:.(Task

Flanagan, john C.,))avis, F. B., Dailey, J. T., Shaycoft, M. F., Orr, D.
1.-NeymenC, A., :Jr,Project::TALENT: The,identifica-

tiondevelOpment,-and. ntilizationof,huMan'tilents't The American high-
school Student. Final report, CRP435. University of Pittsburgh, 1964.

Flanders., Ned A. TeacherinfluenCe, pupil attitudes, and Achievement.
-.minnesOte Nov.1960'. 'CRP-397. 259p. -ERIC:
ED 002865 . '.(Task 3)

Ellei4her,:'J,.p.AtkinsonR,C,'Anevaluation of the Stanford:CAI
program in:initial reading (gradee K through 3). est, 1971.H (Task 2)

Flinton; Doris H. A three7year research project in beginning reading
and language teaching. Bethlehem-Central School District, Delmar, N. Y.
e'stc'1.963 '(rdslt 2)
-

FlintonDbris_H. Results:of A fiveyear program of'sequenced English
langU,Age:instrUCtiOnin primary:grales,...) Bethlehem Central School
District, DelMar, N. Y. est. 1964. : (Task ,2)
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Flower, Richaid M., Viehweg, Richard. & Ruzicka. William R. The
communicative disorders of children with kernicteric athetosis, II:
Problems in language comprehension and use. Journal of-Speech. and

Hearing Disorders, 1966, 31, 60-68. (Task 1)

Fogarty, John E. Raising the level of literacy. 'School Life, 1964,
46(7), 4-6.

Folger, John K., & Nam, Charles B. Education of the American population.

A 1960 Census Monograph. Washington, D. C.: United States Govt.

Printing Office, 1967.

Ford, David, & Nicholson, Eunice (Compilers) Adult basic reading

instruction in the United-States. Annotated Bibliography No. 15.

Newark, Del.: International Reading Association, 1967. (rask 2)

Ford, Nick A. Improving reading and writing skills of disadvantaged

college freshmen. College Composition and Communication, 1967, 18,

99-105. (Task 2)

Forlano, George, & Abramson, Jack. Measuring progress of fourth grade
pupils enrolled in the remedial program in reading of the after-school

study centers. Final report. New York City Board of Education,
Brooklyn, N. Y., Bureau of Educational Research. Jan. 1967. 14p.

ERIC: ED 029 772. (Task 2)

Fowler, L. F. The RISI individualized reading program, hla5t.laa Teacher,

1960, 14, 101-102. (Task 2)

Fowler, William. Cognitive learning in infancy and early childhood.
psychological Bulletin, 1962, 59, 116-152.

Fox David J., & Barnes, Valerie. Urban school achievement. Memorandum

No. 1. .Center for Urban Education, New York. Aug. 1969. (Tasks 1 & 2)

Fox & Fox, Raymon& B. The individualized reading contro-
versy. :Nationall'EleMentary Principal, 1964, 44(1), 46-49. (rask 2)

.1.rager,Stariley,,&Stern,:.Carolyn.Learning by.teaching: Reading

TeacT,ier, 1970, 23, 403405, 417.- (Task 2)

FrazeeiNaomiAl.: An experiment inteaching Engliph to Spanish.,-speaking

beginners through the-UaedUa Series,of original pictures. J:loctoral

dissertation, University of Houston, 1964. University MiCrofilms No.

!65-3979. (Tasks 1 & 2)

Frazier, Alexander. The individualized reading program. In Helen M.

Robinson (Ed.), Controversial'iSsues'in'reading'and'prOmisitIg'solutions.
Conference on Reading,Ainiversity of Chicago, 1961; 23,.57-74.
(Supplementary Educational Monographs, 91, 57-74) (Task 2)
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Frazier, Robert I., &.Zaslav,.Susan S.. An-automated and non-automated

system of teaching. Reading'Teacher,,197024,:. 115-119. (rask 2)

Freeland, Alma. Intermediate grade reading and needs. Edddation 1964,

84, 466-471. (Task 1)

Freeman, Howard E., & Kassebaum, Gene G. The illiterate in American

society: Some general hypotheses. 'SOcial'Fortes, 1956; 34, 371-375.

(Task 1)

Friend, Jamesine, & Atkinson, R. C. Computer-assisted instruction in

programming: AID. Technical Report No. 164, Psychology Series.
Stanford University, Institute for Mathematical Studies in the Social

Sciences. 1971.

Fries, Charles C. Linguistics and readiu.. New York: Holt, Rinehart

& Winston, 1962. (Task 2)

Frost, Joe L. Effects of an enrichment program on the school achieve-

ment of rural welfare recipient dhildren. Texas Univ., Austin. 1968.

BR-6-8107. Contract OEC -3 -6 -068107 -0670. 15p. ERIC: ED 021 675.

(Task 2)

Frostig, Marianne. Corrective reading in the classroom. Leacticr.

Teacher, 1965, 18, 573-580. (Tasks 2 & 3)

Fry, Edward B. Teaching machines and reading instruction. Ite_acim.

Teather,'1961, 15, 43-45. (Task 2)

Fry, Edward B. Are reading readiness materials necessary in the first

grade? Rutgers, The State Univ., New Brunswick N. J. 1965. 7p.

ER1C: EB 002'600. (Tasks 1 &-2)

Fry,iEdWard B. ::COMparingthe'diatritital:tarkingatem,'ITA, :and a

baSal reading series.' f.Elementary 1.114121E11, 1966, 43,: 607-611. (a)

(Task2):

Fry, EdWard B. First gradereading instruction using diatriticalmarking
'..systet4.1.nitial:teaching,alphabetand,basal reading system. Reading .

-'TeaCher,:196619,':666669.'. (b)"(Task

.?,r5r
CoMparison ofithree,methods of reading.instruction (rrA,

'101159 ,..'t0),::resUltSatthe.:/endYof':Ithiid gradeFinal repOrt., Rutgers,

The:State'UnivNeW'Brunswitk,N. J.Sept;-1967.CRP30501. '
Clt-5-0543-1.1 Contract OEC-6-10-022. 88p, ERIC: ED 015 846. (a)

(Task"2)

Fry,:Edward B. Firstgrade reading instruction using diacritical marking
,

SyStem,-:initial_teaching alphabet-and baadI:reading sYStem--extended to

'Seto:id gradeReading:'Teather967;20,687693, (b)
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Fry, Edwar&.B. *14t/e;. A.lOok:_at:.the:researchdate. :EdUcation,_1967,
-87, 549,553....(c) <Teak

Fry, Edward B. Programmed instruction and automation in beginning
reading today. Illinois Schools Journal, 1967, 47, 250-258. (d) (Task 2)

Fry, Edward B. A readability formula that saves time. In George B.
Schick & Merrill M. May (Eds.), Multidisciplinary aspects of college-
adult reading. National Reading Conference Yearbook, 1968, 17, 199-204.

Fry, Edward B. Comparison of beginning reading with i.t.a., DMS, and
t.o. after three years. Reading Teacher, 1969, 22, 357-362. Clask 2)

Frymler, Jack R. The effect of class size upon reading achievement in
first grade. Reading Teacher, 1964, 18, 90-93. (Task 1)

Fuchs, Edmund F. U. S. Army BehaVioral Science Research Laboratory
current research on lower ability personnel . no date. (Task 1)

Fuller, Gerald B., & Ende, Russell. The effectiveness of visual
perception, intelligence and reading understanding in predicting reading
achievement in junior high school children. Journal of Educational
Research, 1967, 60, 280-282.

Fullmer, Daniel W., & Kolson, Clifford J. A beginning reading vocabulary.
Journal of Educational Research, 1961, 54, 270-272. -(Task 2)

I'Plirno, Orlando F., & Collins, George_j, ClaWSize and,pupil learning.
BaItiMoreCitY Public Schools, Md. Oct. 1967153p... ERICED 025 003.
_.(TaSks,1:k:2)

Furr, Onete:R. The effectiveness Of a,collegecourse in, the teaching of
Figurel (Ed.), Reading and:Inquiry. International

,Aleading AsSOCiation.conferenceProceedings.,1965,110', 3707322.. (TeSk.3)

Furst, Norma,'&'Amidon, Edmund., Teacher-pupil interaction patterns in
the teaching of reeding.in theelementary schoolReading TeaCher, 1965,
18, 283-287:,

Furst, Norma, &:Mattleman,,Marciene
1968, 57(4),,22-24.

. Classroom climate. ITEA Journal-,

Furth, Hans.G. -A comparison of reading test norms of deaf and'hearing
children. American Annals.of the Deaf, 1966,-111, 461-462. (reek 1)

Gage, Nathaniel L. Handbook of research'on teeg2ing.. Chicago: Rand
McNally, 1963. (lask 3)

Gage, Nathaniel L.. Teaching methods. In Robert L. Ebel (Ed.),
Encyclopedia of edUCational research. .(4th ed.) New York: Macmillan,
1969 . Pp. 1446-1458.
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Gage, Nathaniel L., & others. Explorations of the teacher's effective-
ness in o.xplaining. Technical.report No. 4. .Stanford Center for
Research and Development in Teaching, Stanford Univ., calif., School of
Education. Dec'. 1968. BR-5-0252. Contract OEC-6-10-078. 59p.
ERIC: ED 028 147. (Task 2)

Gage, Nathaniel L.&iUnruh, W.:R. Theoretical formulations for research
on'teaching.:RevieWfof:'EduCational'Research, 196737,.358-370.,:(Task 3)

Gagon, Glen Scott. A diagnostic study:;of the Phonic abilities pf elemen-
tary teachers in the stateOf qtah ResearchHStudy No,. 1. '.Doctoral
dispertation,Colorado State College,:1960. Univeraity Microfilm's: No.
60-6256 (Tasks 2 & 3)

Gaines, Lynette Saines. Mate.d.als of instruction for the socially
atypical child--disadvantaged. In Donald L. Cleland & Pgul E. Stanton
(Eds.), Reading in its sociological setting. Conference on Reading,
University of Pittsburgh, 1967, 23, 154-160. (Tasks 2 & 3)

Gallagher, J. Roswell. Reading problems and child development. Sight
Saving Review, 1964, 34, 88-91. (Task 1)

Gamsky, Neal R. Team teaching, student achievement, and attitudes.
Journal of Experimental'Education, 1970, 39, 42-45. (Task 2)

Gans, Roma. There is no best way to teach children how to read. Grade
Teacher, 1964, 82(3), 42-43, 132. (Task 2)

Gans, Roma. S Misspent funds and the consequences.
20; 595-599. (Task 2)

'Ridding _eacher,- 1967

Gardner, James, & Ransom, Grayce. Academic reorientation: A counseling
approach to:remedial readers. Reading Teacher, 1968,'21, 529-536, 540.

.

(Tasks .2 & 3)

GaroUtte, James H. Afollow-up siudy Of 1967-1968 CooPerative Urban
Teacher Education. . Mid-Continent Regional Educational.Laboratory,.
Kansas City, MO.. Noy. 1969. (Task 3)

Gassler, Lee S. How companies are helping the undereducated worker.
Personnel, 1967 44(4), 47-55.

Gates, Arthur I. Reading,attainment in elementary schOols: 1957 and
1937. New York: ColuMbia University,.Bureau of Publications, 1961. (a)
(Task 1)

Gates, Arthur I. Sex difference in reading ability. EleilkEE School
Journal, 1961, 61 431-434. (b) .(Task 1)
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Gates, Arthur I. Characteristics of successful teaching of reading. In

H. Alan Robinson (Ed.), Reading: Seventy-five years of progress.
Conference on Reading, University of Chicago, 1966, 28, 13-21. (Supple-

mentary Educational Monographs, 96, 13-21) (Task 3)

Gates, Arthur I., Batchelder, Mildred I., & Betzner, Jean. A modern

systematic versus an opportunistic method of teaching: An experimental

study. Teachers 02_;101.Record, 1926, 27, 679-700. (Reprinted in

Walter B. Barbe, Teaching reading: Selected materials. New York:

Oxford University Press, 1965. Pp. 131-145) (Task 2)

Gattegno,' Caleb, & Hinman, Dorothea. Words in color'. In John Money

(Ed.), The-disabled reader. Baltimore: Johns Hopkins Press, 1966.

Pp. 175-191. (Task 1)

Gaudette, R. Dean. A comparison of three different methods of teaching

reading in the elementary school.i Doctoral dissertation, Washington

State University, 1965. University Microfilms No. 65-7700. (Task 2)

Geerlofs, Marjorie W., & Kling, Martin. Current practices in college and

adult developmental reading programs. Journal of Reading, 1968, 11,

517-520, 569-575. (Task 2)

Gelzer, Austin, & Santore, Nicholas. A comparison of various reading

improvement approaches. Journal of*EdUcational Researdh, 1968, 61,

267-272. (Task 2)

Gephart, William J. Application of the convergence technique to oasic
studies of the reading process, Final report. Prolect No: 8-0737.

Grant No. OEC-0-8-080737-4335. United States Office of Education,
National Center for Educational Research and Development. 1970. (a)

Gephart, William J. The-Targeted Researdh and Development Program on

Reading: A report on the application of the convergende technique.

ROading Research Quarterly, 1970, 5, 505-523.- (b): (Tasks 1,:2, & 3)

Gértler, Diane Directory: 'Publid eletentary and-secondary' schools
. .

in large-school. districts, with enrollment,:and instructional staff, by

race: ,Fall-196.7..- Washington,. D. C.: United States.Govt. Printing

'Office; 1969'.'-'(Task:1)

Gewirtz, Marvin H. Teacher training and reading .institutes in poverty
.

,

-area:schooL districtS. EvalUaton of:ESKA Title I projects- in.New York

City, 1967=68:- Center, for Urban Education, New York,-11. Y.' Educational

Research Committee. Oct. 1968. CUE-A-086. 34p. ERIC: ED .034 007.

(Task 3)

Gibson, Eleanor J. Learning to read. In Harry Singer & Robert B.

Riddell :(Eds.-), ThdcitetiCalniodel8:and:prOdeSgeS'of-reading. Newark,

Deli International Reading Association, 1970. , Pp. 315-334. (Task 2)
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Ginzberg, Eli. 10,0002000-U. S. .iliiterates.:AMAricas2 1958; 10(11),

6-10.

Ginzberg, Eli, & Bray, Douglas W. The uneducated. New York: Columbia

University Press, 1953.

Glaser, Robert. Programmed instruction in reading: ,A

In Donald L. Cleland (Ed.), New'dimensions in reading.
Reading, University of Pittsburgh, 1963, 19, 113-124..

researdh review.
Conference on
(Task 2)

Glenn, Mrs. M. L. jmproveMenti,ofreading atthe communitY College level.

..Tourrial'of:DevelOpMentalReading'1964; .(TaSk, 2)

Glock, Marvin, & Millman, Jason. Evaluation of a study skills program

for above-average high school pupils. Journal of Developmental Rfad1112,

1964, 7, 283-289. (Task 2)

Gluck, Suzy. How much reading can a reading teacher teach if the

teacher can't teadh reading--a mini look at a maxi-mum problem faced by

reading teachers in California. University of Southern California, Flasic

Adult Education Reading Program. 1968. (Task 3)

Coins, Jean T. Visual perceptual abilities and earl reading progress.

Supplementary Educational Monographs, No. 87. Chicago: University of

Chicago Press 1958. (Task 1)

Gold, Hyman. AL comparison of two first grade reading programs.
Doctoral dissertation, University of Southern California, , L. A. 1964.

University Microfilms No. 64-13,498. (Task 2)

Gold, Lawrence. A comparative study of individualized and group reading

instruction, with tenth grade underachievers in reading. In J. Allen

Figurel (Ed.), Improvement of readin..g through classroom practice.

International Reading Association conference proceedings, 1964, 9,

102-104. (Task 2)

- _

GOldberg,lierman'K. .Vision and_the reading Problem. Sight Saving
- .

Revie4, 1967, 37, 6-8. '(raSk.1)

Goldberg Miriam L. Factors affecting educational attainment in

depressed urban areas. In A. Harry Passow (Ed.) Education in depressed

areas. New York: Teachers 611ege, Columbia University, Bureau of

Publications, 1963. Pp. 68-99. (Task 1)

Goldberg, Miriam L . AdaPtingteacher:4ttYleto pupil diffetende
Teachers for disadVantaged children. -MerrillPalmer'QUAtterly, 1964, 10,

.1617178. (Task:1)

Goldberg, Miriam L. Methods and materials for educationally disadvantaged

youth. In,A. Harry Passow, 1414am Goldberg, & Abraham J. Tannenbaum

(Eds.), Eddcation of the salact..aati:,..A.-bock'of readings. New York:

Holt, Rinehart & Winston, 1967. Pp. 3169-398. (Tasks 1 & 2)
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Godberg, Miriam. L. Problems in.the evaluation of compensatory programs.
In A. Harry Passow (Ed.), Developing .Erograms for the educationally dis-

advantaged. New York: Columbia University, Teachers College Press,

1968. Pp. 45-58. (Task 2)

Goldberg, Samuel. Army training of Tilliterates in World War II.
Teachers College, Columbia University, Bureau of Publications,-1951.

Goldenberg, Ira. Reading in the first grade: An observational study of
the hypothesis of the self-fulfilling prophecy. In F. Kaplan &
S. B. Sarason (Eds.), The Yale Psycho-Educational Clinic: Collected

studies and papers. Boston: Massachusetts State Department of Mental

Health, 1969. (Tasks 2 & 3)

Goldman, Bert, & Wolff, Helen D. Effectiveness of a demonstration

reading school. Reading Teacher, 197M, 24, 106-111. (Tasks 2 & 3)

Goldman, Lorraine. ReaajTm and repor-ttng: A tailol-made program for

each student. 'English Jot.a==o1, 1969, 58, 236-241.

Gomberg, Adelina W. The Lielthouse Diy7 Camp reading experiment-with

disadvantaged children. ..aading Teadher, 1966, 19, 243-246, 251-

(Task 2)

Goodman, Kenneth S.
Elementary'ErIOJAh,

Goodman, Kenneth S.
ERIC: ED 020 864.

Dia/ac= barriers tao reading comprehension.
1965 41'; 853-860.

Words and morphemes reading. Apr. 1968. ' 16p.

Goodman Kenneth S. Dialect barriers to reading comprehension. In

Joan C. Baratz & Roger Sauy (Eds.),.Teaching bladk children to read

WashingtOn, D. C.: Center for Applied Linguistics, 1969. Pp. 14-28.

Goodman, Kenneth S., & Fleming, James T. (Eds.) 2Psycholinguistics and

the-teaching. of'readingisTeWark,'Del.: International.Reading-

Association, 1969. (Task.2)

Goodman Paul. The UriiverSal. tra.P. In Daniel Schreiber (Ed.),' Profile

Of the schooI-drOpout.. Nevi York: jandOM House, 1967.--'`Pp. 26-39:

(Task 2)

Goodman, Yetta,:4.Burke, Carolyn. Do they read what they speak?

Grade Teacher, 1969,'86(7)., 144-150:

Goodman, Yetta M., & Goodman, Kenneth S. References on linguistics

the teaching of reading. 1....d.ing'Teacher1 1967, 21, 22-23.

and

Goolsby, Thohas M., Jr., & Fraty, Robert B. Elfect of massive educational
.

.

intervention on achievement of first grade students. 'Journal'of Experk
mental'Education, 1970 ,39(1), 46-52. (Task 2)

3 0 13
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Gordon, C. Wayne, & others. Educational achievement and aspirations of
Mhxican-American youth in a metropolitan context. California Univ.,

Los Angeles: Center for the Study of Evaluation of Instructional
Programs. Oct. 1968. OR-36. 132p. ERIC: ED 028 012.

Gordon, Edmund W. AL view of the target population. In Abraham J.
Tannenbaum (Ed.), sucial education and programs for disadvantaged
children and ratsh. Washington, D. C.: Council for Exceptional Children,
NEA, 1968. Pp. 5-18. (Tasks 1 & 3)

Gordon, Edmund W., & Wilkerson, Doxey A. Compensator:7 education for the
disadvantaged, programs and practices: Preschool thrzugh college.
College ,Entrance Examinatiom Board, New York. 1966. (Tasks 1 & 2)

Gorelick, Molly C. The effectiveness of visual form training in a
prereading program. ".".ournall 'of 'Educationel Research, 1965, 58, 315-318.
(Task 2)

Graff, Virginia A., & Feldmann; Shirley C. Effective reading for the
socially deprived child. In Gladys Natchez (Ed.); 'Children with reading.
problems. New York: Basic Books ,1968. Tp. 413-417. (Tasks 1 & 2)

Graham, Harold V. Present practices in reading programs in secondary
schools in California. Journal of Meadkng, 1969 12, 563-568.
.:(Tasks, 2 &

Graubard, PaulS:. Assessment of reading diSability., EleMentarY English,
1967, 44, 2287,230.

Graubardaulj:.S. ,JJtilizing the group_initeaChing.disturbed.delinquents
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English Curriculum. 1963. 608p. ERIC: ED 024 687.

303



301

Gratberg, Edith H. Learning disabilities and remadlation in disadvan-
taged children. Review*of Educational Reseatch, 1963, 35, 413-425. (a)
(Task 2)

Grotberg, Edith H. Washington :i:xogram in action. Rducatian, 1965
490-494. (b) (Task 2)

Gunderson, Doris V. Flaws in research design. Per presented.to the
National Reading Conference, Dec. 1966. 11p. ERTt: ED 011 825.
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(Eds.), Education of the disadvantaged: A book of New. York:
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viewpoints in reading. Newark, Del.: International Reading Association,

1971. Pp. 103-112.

Hopkins, Kenneth D., Oldridge, O. A., & Williamson, Malcolm L. An
empirical comparison of pupil achievement and other variables in graded
and ungraded classes. American EducLtionaY Research Journal, 1965, 2,
207-216. (Task 2)

Horn, Robert E. Excellence in surVey.. National Society for
Programmed Instruction jOurnal; 1965, 4(6), 37-5, '8.,

Horn, Thomas D. Three methods of developing reading,readiness in Spanish-.
speaking children in first grade. Reading Teacher, 1966, 20, 38-42.
(Task 2)

Horn,- Thomas D. Reading for the disadvantaged: Problems. of lingui.E.si-

callY diffetent1earners.: NeW York: Harcourt, BraCe & World, 1970.

,Tiowden, Mary E. A nineteen-7year follow7up study 0 good; ,average, and
Poor redders'in the fifthand,Sixth_gradesT Doctoral dissertation
'-(abstract), UniVetsity-Of-OregOn, Eugene, 1967.- Dissertation Abstracts,
29, .6.3:A. (Task 1)

Howe, John W. The neurólogically handicapped child and his learning and

reading problems. In Malcolm P. Douglass (Ed.), Claremont Reading
Conference Yearbook, 1964; 28, 132-136. (Task 2)

Howes, Virgil M., & Darrow, Helen F. Reading and the elementary school

child: Selected readings on programs.and.practides. New York:

MacMillan, 1968. (Tasks 1, 2, & 3)
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Huelsman, Charles B., Jr.--The WISC subtest syndiome for disabled readers.
Percei?tual and Motor Skills, 1970, 30 ,535-550. (Task 1)

.....
Huey, Edmund B. Tha psychOlogy-and'pe.dazogy of reading. Cambridge-,

Mass.:. MIT Press, 1968.

Hughes, Anne E. Language masteryThat's the answer.' InStrUctor, 1970,
79(9), 59-60.

Hughes, Ann E., Smith, Carl B., & Thomas, Nellie. Beginning reading for
disadvantaged children. Instructor, 1966,-75(7), 128-129, 160.

Hull, Forrest M. National speech and hearing survey. Interim report.
Colorado State Univ., Ft. Collins. Mar. 1969. BR-5-0978. Grant 0EG-
32-15-0050-5010. 39p. ERIC: ED 029 449.

Hunt, Lyman C., Jr. Six steps to the individualized reading program
(IRP). Elementarx. English, 1971, 48,, 27-32. (Task 2)

Hug, A. L, & others. An intensive investigation of the problems
associated with young men who are mentally ungualifid for military
service, Final report. Research Triangle Inst., Durham, N. C.
31 May 1967. SU-225. 172p. ERIC: ED 015 330. (lask 1)

.11g, Francis. Therchild from three to eight, with.implications for
reading. Jn Donald L. Cleland (Ed:), New dimensions.in reading.
Conference on Reading, University of Pittsburgh,.1963,-19, 157-24..
(Tasks 1 & 2)

Ilika, Joseph. Phonics skills of teacher education students and teachers.
In George B. Schick & Merrill M. May (Eds.), Multidisciplinary ..synests_ of
college-adult reading. National Reading Conference Yearbook, 1968, 17,
48-64. (Task 3)

Ilika, Joseph.
teachers. In
and pedagogy.
(Task 3)

The third annual report of the phonetic skills o
George B. Schidk & Merrill M. May (Eds.), Reading: Process
National Reading Conference Yearbook, 1970, 19(2), 95-105.

Ilika, Joseph. Cognitive organizers for meaningful pre-service course
work emphasis. Paper for Symposium on Preparing Specialists in Reading.,
at International Reading Association convention, Atlantic Cil.ty, Apr. 21,
1971. (a)

Ilika, Joseph. The extent of teacher preparation and the development of
wrd analysis knowledge among teacher education students. Will be
published by Journal of Reading in 1971; (b) (Task 3)
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Ingram, Thoruas T. S. The nature of dyslexia. In Francis A. Young &

Donald B. Lindsley (Eds.), Earl* experience and visual information

processing in perceptual and reeding disorders. Proceedings of a

conference held Oct. 27-30, 1968, at Mbhonk, New York, in association

with the Committee on Brain Sciences, Division of Medical Sciences,

National Research Council. Washington, D. C.: National Academy of

Sciences, 1970. Pp. 405-444. (Task 1)

Instructional Objectives Exchange. Reading, K-3. UCLA Center for the

Study of Evaluation. 1970. (a)

Instructional Objectives Exchange. Reading, 4-6. UCLA Center fcr the

Study of Evaluation. 1970. (b)

Instructional Objectives Exchange. Reading, 7-12. UCLA Center for the

Study of Evaluation. 1970. (c)

Instructor. Teachers innovate as they teach reading. (12 reading

experiments are surveyed) Instructor, 1968,-77(7), 97-106. (Task 2)

International Reading Association. Survey of members of IRA, nationwide

survey of reading personnel, professional assignment, type of system

(private vs. public), other activities. 1968. (Tasks 1, 2, & 3)

International Reading Association, Professional Standards and Ethics

Committee. Roles, responsibilities, and qualifications for reading

specialists. Newarl,,, Del. 1968. (brochure) (Task 3)

Iowa Department of Public Instruction. Data on Iowa schools, 1967-68,

Des Voines, 1969. 218pp. (Task 1)

Israel, Benjamin L. Responsive environment program: Brooklyn, N. Y.:

Report of the first full year of operation, the talking typewriter. New

York City Board of Education, Brooklyn, N. Y., Responsive Environment

Program Center. Sept. 1968. BR-89-4402. B-89-4402. 0E0-1388. 213p.

ERIC: ED 027 742. (Task 2)

Jackson, Ellen D. The teaching of English as a second language to

Alaskan native children of non-English speaking backgrounds on the

kindergarten and first grade levels. Master's thesis, University of

Washington, 1963. (Task 1)

Jacobs, James N. An evaluation of the tutorial program in the Cincinnati

public schools. Journal of Instructional Research and p:/numi

Development, 1967, 2(4), 92-112. (Task 2)

Jacobs, James N. An evaluation of the Frostig Visual-Perceptual Training

Program. EduCational'LeaderShip, 1968;-25, 332340. (Task 2)

James, Ralph L. An investigation into the reading efficiency of studerts

At a technical teacher training college. 'British Journal of Educational

Psychology, 1967, 37, 391-393. (Task 3)
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Jan-Tausch, Evelyn
152-158. (Task 2).

Jan-Tausch, James.
Teacher, 1966 19,

31.2

. Reading as language. Reading Teacher. 1970, 24,

The team approach to in-service education. Reading
418-423. (Task 3)

Jan-Tausch, James. 'Yhe learning disabilities teacher. In J. Allen
Figurel (Ed.), Reading and realism. International Reading Association
convention proceedings, 1968, 13(1), 446-449. (Task 3)

Jaranko, Arreta. Danger points in reading instruction. Reading Teacher,
1969, 22, 507-509.

Jarvis, Oscar T. Time allotment relationships. to-pupil achievement:
Elementary reading, English, and spelling.-Elemettary'Eng1ish, 1965,"42,
201-204, 210. (Task 2)

Jenkinson, Marion D. Research pertinent to the training of reading
teachers. Ontario Institute for Studies in Education; University of
Toronto. est. 1968. 22p. ERIC: ED 020 872.

Jennings, Mabel W. Teaching adult illiterates in Appalachia. In J.
Allen Figurel (Ed.) , Vistas in reading. International Reading Associa-
tion convention proceedings ,1966, 11(1), 376-379. (Tasks 1 & 2)

Jessup, Dorothy K. School integration and minority group achievement.
In Robert A. Dentler, Bernard Mackler, & Mary Ellen Ivarschauer.(Eds.),
The urban RIS4 Race relations*as the problem in*urban education.
New York: Praeger, 1967. Pp. 78-98. (Task 1)

-

Jewett, Arno; Mersand, Joseph, & Gunderson, Doris V. (Eds.) Improving
English skills of culturally different youth in large cities. United
States Office of Education Bulletin, 1964 No. 5. (Task 2)

Johnson, Broderick H.:-NaVaj6:6dtiCatiorCat:ROugh:ROck.-. Rough.Rock, Ariz.:
Demonstration in Navajo Education, 1968. (Task 1)

Johnson Charles E. A guide to Georgia educational model specifications
for the preparation of elementary teacher's. American Association of
Colleges for Teacher Education, Washington, D. C.; ERIC Clearinghouse on
Teacher Education, Washington, D. C. 1969. Contract OEC-0-8-080490-
3706(010). 41p. ERIC: ED 035 606.

Johnson, Dorothy K. Experimenting with the Talking Typewriter. In
Ralph.Staiger & David A. Sohn (Eds.);'New'diteCticins in readinw.- New
York: Phantom Books, 1967.

Johnson .Joseph C. II, & Jacobson, Milton D. Operation summer-thrust:
A stUdy of the conceptual and verbal development.of the culturally and
educationally disadvantaged primary grade pupil."Journal-of Negro
Education, 1970,-39, 171-176. (Task 2)
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Johnson, Kenneth R. Teaching.culturally disadvantaged pupils ,(grades K-
12). Unit IV: The.culturally disadvantaged Mexican-American, Puerto
Rican, Caucasian, and American Indian pupil. ScienCe Research Associates,

Inc., Chicago, Ill. 1 Jan. 1967. 34p. ERIC: ED 029 932. (Task 2)

Johnson, Marjorie S. Reading instruction in the clinic. Reading
Teacher, 1962, 15, 415-420. (Task 2)

Johnson, Marjorie S., & Kress, Roy A. Philadelphia's Educational
Improvement Program. Reading Teacher, 1965, 18, 488-492, 505. (Task 2)

Johnson, Rodney H. Individualized and basal primary reading programs.
Elementary English, 1965, 42, 902-904, 915. (Tasks 1 & 2)

Johnson, Rodney H., & others. A three-year longitudinal study comparing
individualized and basal reading programs at the primary level. An inte-

rim report. 62p. ERIC: ED 010 979. (Task 2)

Johnston, Denis F. An analysis of sources of information on the popula-
tion of the Navaho. Bureau of American Ethnology Bulletin 197,
Washington, D. C: : United States Govt. Printing Office, 1966. (Task 1)

Johnston, Joseph C. II. The teaching of reading and the prospective high
school teacher. ngi School Journal, 1970, 53, 319-322. (Task 3)

Jones, Daisy M. The implications of linguistics for the teaching of
reading. Elementary-English, 1969, 46, 176-183.

Jones, Earl I. Project 100,000 - a microcosm for research. Paper pre-
sented at the American Psychological Association conference, Washington,

D. C., Sept. 1969. (Task 1)

jcves, J. Charles; Moore, J. William, & Van Devender, Frank. A comparison
o ,i1 achievement after one and one-half and three years in a nongraded

program. Journal of Educational Research, 1967, 613 75-77. (Task 2)

Jones, J. Kenneth. Comparing i.t.a. with colour story reading. Educa-

tional Research, 1968, 10, 226-234. (Task 2)

Jone-:, Jack B., Lundsteen, Sara W., & Michael, William D. The relation-
shir ,& the professional employment status of mothers to reading achieve-

ment of sixth-grade children. California Journal of Educational Research,

1967, 18, 102-108. (Task 1)

Jones, Virginia W. Readers for Alaskan children. Instructor, 1969,

79(3), 97. (Task 2)

Jones, Virginia W. Training teachers of English for Alaska's native
children. Elementazi:English, 1971, 48, 198-202. (Task 2)
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Jordan, Thomas E. Early developmental,adversity and-classroom learning:
A prospective inquiry. 'American-JOutnal:of'Mental Deficiency, 1964, 69,
360-371.

Josephina, Sister. Actual and expected reading scores of gifted and
average pupils. Peabody Joutnal of Education, 1964, 422 28-31. (Task 1)

Journal of Instructional Research and Program Development. Cincinnati
Public Schools tutorial program. Journal of Instructional Research and
Program Development, 1968, 3(5), 16-17. (Task 2)

Jung, Steven M. Progress in education 1960-1970: A sample survey.
Paper presented at a symposium of the same title, annual meeting of the
National Council on Measurement in Education, New York, February 5, 1971.
(Task 2)

Jungeblut, Ann, & Traxler, Arthur. Summary and evaluation of pertinent
research at the college and adult level. In Paul D. Leedy (Ed.),
College-adult reading instruction. Perspectives in Reading, -No. 1.
Newark, Del.: International Reading Association, 1964. Pp. 115-134.
(Task 1)

Juniper Gardens Children's Project, Kansas City, Mo. The Junipe4: Gardens
Children's Project. Final progress report for 0E0 Grant CG-8180.
31 Aug. 1968. 31p. ERIC: ED 027 947. (Task 2)

Justman, Joseph. Academic aptitude and reading test scores of disadvan-
taged children showing varying degrees of mobility. Journal of Educa-
tional Measurement, 1965, 2, 151-155. (Task 1)

Justman, Joseph. Stability of academic aptitude and reading test scores
of mobile and non-mobile disadvantaged children. In A. Harry Passow,
Miriam Goldberg, & Abraham J. Tannenbaum (Eds.), Education of the
disadvantaged: A book of readings. New York: Holt, Rinehart & Winston,
1967. Pp. 260-267. (Task 1)

,Justman, Joseph. Reading and class homogeneity. Readinz. Teacher, 1968,
21, 314-316, 334. (Task 2)

Kacandes John G. Innovation in reading instruction: An adult learning
center. In Joseph A. Mangano (Ed.), Strategies'for adult basic education.
Perspectives in Reading, No. 11. Newark, Del.: International Reading
Association, 1969. Pp. 55-61. (Task 2)

Kahn, Dale, & Birch ,Herbert. Development of auditory-visual integration
and reading achievment. Perceptual and Motor Skills, 1968, 27, 459-468.
(Task 1)

Kahn, Paul. Time orientation and reading achievement. 'Perceptual and
Motor Skills, 1965, 21, 157-158. (Task 1)
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Karlin, Robert. -Teaching reading in high schools. Education, 1964, 84,

334-338. (Task 2)

Karlin, Robert. Research results and classroom practices. Reading

Teacher, 1967, 21, 211-226.

Karlin, Robert. What does research :;.n reading reveal abcut reading and

the high school student? English Journal, 1969, 58, 386-395.

Karlsen, Bjorn. A research basis for reading instruction of deaf child-

ren. American Annals of the Deaf, 1965, 110, 535-540. (Tasks 1 & 2)

Karnes, Merle B., Hodgins, Audrey, & Teske, James A. An evaluation of

two preschool programs for disadvantaged children: .A-traditional and a

highly structured experimental preschool. Exceptional Children, 1968,

34 667-676. (Task 2)

Karnes, Merle B., Teske, James A., & Hodgins, Audrey S. The effects of

four programs of classroom intervention on the intellectual and language

development of 4-year-old disadvantaged children. American Journal of

Orthopsychiatry, 1970, 40, 58-76. (Task 2)

Karnes, Merle B., & Wollersheim, Janet

diagnosis of partially seeing children

education. Champaign Community Unit 4

Services. Mar. 1963. 83p'. ERIC: ED

P. An intensive differential
to determine the implications for

Schools, Ill., Dept. of Special
030 224.

Karraker, R. J., & Doke, Larry A. Errorless discrimination of alphabet

letters: Effects of time and method of introducing competing stimuli.

Journal of EmsqymItal Education, 1970, 38(4), 29-35. (Task 2)

Kasdon, Lawrence M. In-service education in a new key. Readiza Teacher,

1966, 19, 415-417, 423. (Task 3)

Kasdon, Lawrence M., & Kelly, Dean. Simulation: In-service education

for teachers of reading. Journal of Ex erimental Education, 1969, 38,

79-86. (Task 3)

Kasdon, Lawrence M., & Sperber, Joel. Doctoral programs in reading

offered by American and-Canadian universities. Journal of the Reading

Specialist, 1970, 10, 67-82. (Task 3)

Kass, Corrine E. The psycholinguistic abilities of retarded readers.

Kansas Studies in Education, 1968; 18(1), 35-47. (Task 1)

Katz, Phyllis A., & Deutsch, Martin. Modality of stimulus presentation

in serial learning for retarded and normal readers. ILersep_tual. and Motor

Skills, 1964, 19, 627-633. (Task 1)

Kaufman, Maurice. Will instruction in reading Spanish affect ability in

reading English? Journal of Reading, 1968, 11, 521-527. (Task 2)



317

Keislar, Evan R., & McNeil, John D. -Oral and non-oral methods of
teaching reading. Educational-Leadership, 1968, 25, 761-764. (Task 2)

Kelley, Truman L., Madden, Richard; Gardner, Eric F., & Rudman, Herbert C.
Stanford Achievement Test: Technical supplement. Nc:w York: Harcourt,
Brace & World, 1966. (Task 1)

Kelly, Dean. Using an informal reading inventory to place children in
instructional materials: The Berea3, Ohio In-Service Educational Experi-
ment. Paper presented at the International Reading Association con-
ference, Kansas City, Mo., Apr. 30-May 3, 1969. 11p. ERIC:

ED 032 198. (Task 3)

Kelly, Inge K., & Mech, Dorothy. The relationship between college
reading laboratory experience and gains in college grade point average.
Journal of the Reading Specialist, 1967, 50-54. (Task 2)

Kelly, William H. A study of southern Arizona school-age Indian children,
1966-1967. University of Arizona, Tucson, Bureau of Ethnic Research.
1967. (Task 1)

Kendrick, William M., Ed Bennett,, Clayton L. A comparative study of two
first grade language arts programs--extended into second grade. Reading
Teacher, 1967;-20 ,747-755. (a) (Task 2)

Kendrick, William N., & Bennett, Clayton L. Effectiveness of a second
grade language arts program. San Diego County Dept. of Education, Calif.
1967. CRP-3235. 99p, ERIC: ED 013 253. (b) (Task 2)

Kennedy, Wallace A. A follow-up normative study of Negro intelligence
and achievement. Monographs of the Society for Research in Child
Development, Serial No. 126, 1969, 34(2). (Task 1)

Kerfoot, James F. Problems and research considerations in reading
comprehnnsion. Reading Teacher, 1965, 18, 250-256. (Tasks 1 & 2)

Kerfoot, James F. Reading in the elementary school. Review of Educa-
tional Research, 1967, 37, 120-133. (Tasks 1, 2, & 3)

Kern, Richard P., Sticht, Thomas G., & Fox, Lynn C. Readability, reading
ability, and readership. Human Resources Research Organization,
Alexandria, Va. Jun. 1970. 15p. Rept. No. HUMRRO professional paper-
17-70. Contract DAHC 19-70-C-0012. Presented at annual Human Factors
R and D Conference (15th), Fort Ord, Calif., Nov. 1969. USGRDR:
AD 709 629.

Kershner, Alan M. Speed of reading in an adult population under differen-
tial conditions. Journal of ARplied.ta, 1964, 48, 25-28. (Task 1)

Keshian, Jerry G. How many children are successful readers? Elementary

1961, 38, 408-410. (Task 1)
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Kettlewell,-Gail-B., &,Gore,Robena-S. .Readingsifor ' :ans: An-elective
unit. 'JOUrnalof:Reading, 1971,,-14,-309,315, (Task..:

Kierstead, Reginald. A comparison and evaluation of two-methods of
ersanization for the teaching of reading. Journal of Eddcational Research,
1963, 56, 317-321. (Task 2)

Kies, Daniel A. Curriculum changes in the preparation of reading teachers.
Doctoral dissertation, University of Arizona, 1970. UnIxersity Micro-
films No. 70-20,674. (Tasks 2 & 3)

Kiesling, Herbert J. The relationship of school Inputs to public school
performance in New York State. Rand Corp., Santa Monica, Calif.
Oct. 1969. 34p. Rept. No. P-4211. USGRDR: AD 696 108, ,(Task 1)

Kimball, Solon P. The transmission of culture. In PiLambda Theta, The
body. of knowledge unique to the profession of-education. Washington, D.
C.: PLT, 1966. Pp. 45-70.

Kincaid, Gerald L. A Title I short course for reading teachers. ReadiEg.

Teacher, 1967, 20, 307-312.

Kinder Robert F. State certification of reading teachers and special-
.

ists. Journal of Reading, 1968, 12, 9-12, 68:771. (a) (Task 3)

Kinder, Robert F. State certification of reading teachers and specialists:
Review of the national scene. In J. Allea-Figurel (Ed.), Reading and
realism. International Reading Association convention proceedings, 1968,
13(1), 381-386. (b) (Task 3)

King,:Pdul T., & Dellande, William. The University of Missouri reading
improvement program. Journal of Reading, 1965, 8, 307-310. (Task 2)

King, Paul T., Dellande, William D., & Walter, Terry L. The prediction
of change in trade point average from initial reading rates. Journal of
ReactiLgl. 1969, 13, 215-218, 245-246. (Task 2)

Kirigstg#,Albert J.:& Wash, James:A. PrOgramedinstruction. Journal
Reading; 1965, 9, :.25-130. (Task 2)

Kintter,'Trecierick C., & Chase, Stanley M. -:Ihe-consultant.as a change

agent. Junior College Journal, 1969, 39(7), 54, 56, 58, 60.

Kirk, Sdmuel A., & others. Current and recent research-77.1967. Illinois

Univ., Urbana, Inst. Ree, Ekccpt. Children. 1967. 53p. .ERIC:

ED 018 059. (Tasks 1 & 2)

KikktOn, Carole.:M. Language acquisition and development: Some implica-
tions for the classroom. 'Elementary-English, 1971;.'48, 406-412. (Task 2)

Kirp, David L. Race, class, and thelimits of schooling. Urban:Review,
1970;4(3)-, 10-13.: (Task 1)
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Kitten, Jack E. Intelligence-test performance of children from bilingual
environments. School-Journal, 1963, 64, 76-83. (Task 1)

Klare, George R. The measutement-of readability. Ames: Iowa State
University Prees, 1963. (Task 2)

Klare, George R. Comments on Bormuth's '1..,.dability: A m-sw approach".
Reading Research Quarterly, 1966, 1(4), 119-125. (Task 1)

Klaus, Rupert A., & Gray, Susan W. The early training project for
disadvantaged children: A, report after five years. 'Monographs of the
Society for Research in Child Deve/opment, Serial No. 120, 1968, 33(4).
(Tasks 1 & 2)

Klausner, Dorothy C. Screening and development of the remedial reading
teacher. -JOUrnal'of-Reading, 1967;-10, 552-559. (Task 3)

Klopf, Gordon-J., &- Bowman, Garda W..TeaCher:edUdation-in-a Social
context:- c.stUdy:.of:-the iireparation:of 'SChOol 'perSOnnel 'for *working
with disadVantaged'children'and:youth. New York:_ .Mental Health
Materials Center, 1966... (Tasks-1 & -3).

Klosterman, Rita. The effectiveness of a diagnostically structured
reading Program. -Reading:Teacher, 1970,'24, 159-162, 167. (Task 2)

Knafle, june D. Personality characteristics, social adjustment,: and
reading effectivenesa in low-acieving, prospective-college freshmen
in a reading program.::JOUrnal'of'Educational-Research, 1965
149-153. (Task 1)

Knief, Lotus M., & Stroud, James B. Intercorrelations among various
intelligence, achievement, and social class scores. Journal of
Educational Psychology, 1959, 50, 117-120. (Task 1)

Knight, David, & Alcorn, John C. Comparison of the performance of
educationally disadvantaged adults and elementary children on selected
measures of reading performance. In George B. Schick & Merrill M. May
(Eds.), Readina: Process and pedagogy. National Reading Conference
Yearbook, 1970, 19(2), 113-117. (Task 1)

Knowlton, Clark S. BilingualismA problem or an asset. 8 Dec. 1965.
13p. ERIC: ED 010 744.

Koelsch, George J. III. Readability and interests of five basal reading
series with retarded students. Exceptional Children, 1969, 35, 487-48h.
(Task 2)

Kolker, Brenda. Rationale and data to support certification for special
reading teachers.' Document sent to Tennessee State Certification
Committee. ERIC/CRIER Resource Center, Univ. of Tennessee, Knoxville.
est. 1970. (Task 3)
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Komoskii P..Kenneth. Statement.of kKenneth Komoski, President-of the

Education.Products Information EXChange Institute before:Select Sub-

Committee'On Education,.COMmitteeOn Education and Labor, United States

House Of Representatives, May.11, 1971.

Koppman, Patricia S., & La Pray, Margaret H. Teacher ratings and pupil

reading readiness scores. Reading Teacher, 1969, 22., 603-608. (Task 3)

Kravetz, Nathan. A special enrichm-....mt program of quality integrated

education for schoo3s in transitional areas. Evaluation of New York

City Title I educational projects 1966-67.- Center for Urban Education,

New York, N. Y., Committee on Field Research and Evaluation. Sept. 1967.

116p. ERIC: ED 029 926. (Task 2)

Kresh, Esther. Comparative effectiveness of initial teaching alphabet

vs. traditional orthography in first grade in the Pittsburgh public

schools. Journal of Educational 'Research 1969, 63, 170-172. (Task 2)

Kxippner, Stanley. Relationship between-reading improvement-and ten--

selected variables. 'LlICepti_ial'andlicitor'Skills, 1964,19, 15720.

(Task 1)

Krippner, Stanley. Materials and methods in r,lading. 'Education, 1965,

85, 467-473. (Tasks 1 & 2)

Krippner, Stanley. Etiological factors in reading disability of the

academically talented in comparison to pupils of average and slow-

learning ability. Journal of Educational Research, 1968, 61, 275-279.

(a) (Task 1)

Krippner, Stanley. Specialized approaches to the instruction of young

children. Education, 1968, 89, 11-17. (b) (Task 2)

Krippner, Stanley. Reading improvement and its correlates. Perceptual

and Motor Skill. , 1970, 31, 727-731. (Task 2)

Krueger, Jack P. The impact of federal funds: An evaluation of reading

programs funded by Title I ESEA and conducted in selected public elemen-

tary schools in Nebraska. Doctoral dissertation, University of Nebraska,

1969. University Microfilms No. 69-17,335.

Labov, William. Some sources of reading problems for Negro speakers of

nonstandard English. In Joan C. Baratz & Roger W. Shuy. (Eds.), Teaching

black children to read. "ashington, D. C.: Center for Applied

Linguistics, 1969. Pp. 29-67. (Task 1)

Labov, William, & Robins, Clarence. A note on the relation of reading

failure to peer-group status in the ,Irban ghettos. Tedthers College

Record, 1969, 70, 395-405. (Task 1)

LaConte, Christine. Reading in kindergarten. Reading Teacher, 1969,

23, 116-120. (Task 2)
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Laffey, James L., Siffin, Catherine F., & Strunk, Billie. Research on
reading from Research in Education. ERIC/CRIER Reading Review Series,
Bibliography 22. Nov. 1969.

Laffey, James L., Tone, Bruce, & Strunk, Billie. Research on reading
from Research in Education, Supplement 1. ERIC/CRIER Reading Review
Series, Bibliography 28. June 1970.

Laffitte, Rondeau G Jr.. Analysis of increased rate of reading of
college students. Journal of Deve/opmental Reading, 1964, 7, 165-174.
(Task 2)

Lamb, George S. Teacher .verbal cues. and pupil performance on group
reading test. Journal of'EdUCatiorial Psychology, 1967, 58, 332-336.
(Task 2)

Lampard, Dorothy. Promising practices in in-service education in reading:
Elementary teacher eevelopment for innovatiun and change. In J. Allen
Figurel (Ed.), Readi-kg and realism. Laternational Reading Association
convention proceedings, 1968; 13(1), 386-389. (Task 3)

Lane, Helen S. The deaf and the hard of hearing. Review f Educational
Research, 1963,-33, 48-61. (Taek 1)

Lanning, Frank W,, & Many, Wesley A. (Eds.)"Basic'education'for the
disadwalIamcl adult: Theory'and'practice. Boston: Houghton Mifflin,
1966. (Task 1)

LaPlante William. Ille:I1eading Program--GiVilian L, 1;srvation.Centers.
:In-Joseph A0 Mangano (Ed.); 'Stategies'for"adtiltilae.e edtiCation.'
Perspectives in Reading, No. 11..- Newark, DeL: International Reading
Association, 1969. Pp. 32-42. (Task 2)

Lapray, Margaret, & Ross, Ramon. Comparison of two procedures for
teaching reading to primary children with visual perception difficulties.
San Diego State Coll., Calif. 1965. CRP-S138, 33p. ERIC: 'ED 003 695.

Lawson, James H., & McClernon, Francis M. Summary of the Cooperative
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taged reader in grades nine through fourteen. In H. Alan Rdbinson (Ed.),
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331



324

Linehan Eleanor B. Early instruction in letter names and sounds as

related to success in beginning reading. Journal of Education, 1958,

140(3), 44-48. (Task 2)
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325

Loban, Walter. Language ability grades seven, eight and nine.
(OE 30018) Cooperative Research Monogn,dh No. 18. Washington, D. C.:
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1963. 1964. 110p. ERIC: ED 001 453. (Task 2)

Los Angeles County Superintendent of Schools, Calif. The relationship of
cost and reading achievement in Los Angeles County ESEA Title I reading
programs 1968-69. Los Angeles County Board of Education. (Tasks 1 & 2)
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In probleM solving. California Journal of EducOnal 7earch, 1967,
18, 230-237. (Task 2)

LUttgen, Gertrude. Review of William' W.. Wattenberg & Clare Clifford,
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Mariam, Sister. Using special modes of learning to improve reading
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Upper Midwest. Journal of Rtlaciya, 1969, 12, 467-473, 512-513. (a)
(Task 2)

Martin, William R. On reading: Respecting the words of kids. -CltaSlag.
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81p. ERIC: ED 013 173. (a) (Task 2)
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McCormick, Ida; O'Rand, Barbara, & Carrillo, Lawrence. Improving the

reading achievement level in a junior high school. Journal of Reading,

1969, 12, 627-633. (Task 2)

McCracken, Robert A. Ain observation of Hawthorne Effect in an experi-
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331

McDonald,. Arthur S. Using standardized tests to determine reading pro-
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'Penty'Ruth::CRmediaI reading4ays injunior high sChool. ::Education,.

1961, 81, 277-280. (Task:2)

Perrodin, Alex 1%, & Snipes, Walter T. Therelationship of mobility to

.aehieveme0: in reading, arithmetic, 'and language in-selectedGeorgia

eleMentarY schools." 'Journal-of-EducatiorialResearch 1966,'59, 315-319.

(Task'l)
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Perrott Mary H. Accelerated reading. Instructor, 1969 79(3), 61.

(Task 2)

Personke, Carl. Effectiveness of teaching reading.in kindergarten: The

Denver Reading Project. Childhood'EdUcation, 19683 44, 576-578.

(Task 2)

Petty, Walter T., & Burns, Paul C. A summary of investigations relating

to the English language arts in elementary education: 1966. Elementary

English , 1967, 44, 392-401, 430, 492-517.

Peyton, Jim, & Below, Russell. The need for reading instruction in

Kentucky high schools. School Service Ruprt, 1965,-6(1), 2-7.

(University of Kentucky) (Task 2)

Phi Lambda Theta. The evaluation of teaching, a report of the second

catena. Washington, D. C. 1967. (.Task 3)

Philion, William L. E., & Galloway, Charles G. Indian children and the

reading program. Journal or Reading, 1969,'12, 553-560 , 598-602.

(Tasks 1 & 2)

Phillips, H. M. Literacy and development. Paris.: United fiations

Educational, Scientific and Cultural Organization, 1970.

Pinnock, Theodore J., & Taylar,:G. W. Summary of addomplishments and

c:lisappointmentS:, Tuskegee institute70E0.seasonally employedagricultural
workers,eduCatiOnal-Project, Nov. 1,.::19660ot..31, 1967. est,A,967.

28p.. YERIC: ED:018::752. .(Tasks .1 4 2)

Pollack, Cecelia. Mass r.,m-adiation of children s reading problems.

Reading Teacher, 1969, 22., 714-719. (Task 2)

Pollock, Jack M. A, minimum reading grade for t e general diploma.

High .Points, 1964, 46(4), 5-12.

Pont, H. B. An investigation into fne use of the S.R.A- Reading Labora-

tory in three Midlothian schools. Educational Research, 1966, 8, 230-

236.

Pool, Lydia B. Progress 13 in action. Reading Teacher, 1971, 24, 500-

505. (Tasks 2 & 3)

'

POpe, Allen. HAn educational prograM:fOr adult Aberican Indians. Adult

Leadershipi 1969, 18,..143-144 156 (Task.2)

Poppy, KennethJAHpilotmobilediagnostic reading_laboratory and

corrective teaChingpropeduresjorStUdentaHwith,readingprobleMS. End

OfPrOjeCt-report0E:i26171864(056)Cooperative Educational Service

AgenCyl NuMber 8, Appletori,Wis Funding petiod'7/1/66-10/31/69'.

.(Tasks 2 #54:-)
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Porter, Pare.
291. (Task 2)

PostLan, Neil.
Journal, 1967,

Pictures in,reading.. Reading Teacher, 1968, 22, 238-241,

Linguistics and the pursuit of relevance." gsh
56, 1160-1165.

Potts, Marion. A comparison of.yocabulary introduced.in several first-
grade readers to that of two primary reading tests.-Joutnal'of-Educa-
tionaI Researdh, 1968, 61, 285.

Potts, Marion, & Savino, Carl. The relative achievement of first graders
under three different reading programs. Journal of Educational Researdh,
1968, 61, 447-450. (Task 2)

Powell, William R. Are teachers prepared to teach reading? Teachers
College Journal, 1963, 35, 39-42. (Task 3)

Powell, William R, The Joplin plan: An evaluation. Elementary_ School
Journal, 1964, 64, 387-392. (Task 2)

Powell, William R. The nature of individual differencs. ln Wallace Z. '-

Ramsey (Ed.), Organizing_ for individual differeaces. Perspectives in
Reading, No. 9. Newark, Del.: International Readamg Association, 1967.
Pp. 1-17. (TE.Jk 2)

;

Preston, Ralph C. Reading achievement of German and American children.
School and Society, 1962, 90, 350-354. (rask 1)

Preston, Ralph C., & Yarington, David J. Status of fifty retarded
readers eight years after reading clinic diagnosis.-JOurnal of Reading,
1967, 11, 122-129, (Task 1)

. . _ .

Price; Uberto,.& Layton, James R. The national trend and current status
of -certification-requirements. for.reading personnel. ,Journal of the
Readifig Specialist, 1968+- 79'1647169- (TaO. 3) ,

,C-Pronovost,,,Wilbert;.WaksteinPhillip,&.,,Wakstein,.D.,Joyce.. A longi-
-.-Ytudinal.study of the speech.behaviorsnd:language comprehension 6f

fourteen' children diagnosed, atypical or autistic.,::'Exceptional Zbildren,
1966, 33, 19-26.

:

,Evaluation :of the bilingual:project of Harlandale,
.::Independent School DistrLct, San Antonio, Texas, in the first and second
grades Of four.elementary schools during 1967-8 school year. Jul. 1968.
51p. ERIC: ED 026 158. (Tasks 1 & 2)

.Pugh,-Bessiei:,Correlating.readingandjanguage instruction. In.Jean U.
LehMan, In-service training staff 'development for education of disadvan-

. .

tagecl' deaf children. California State Coll., Los Angeles. 1966: 337p.

ERIC: .ED ,011 160. 'Pp. .142-189. (Task 2)
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Racine Unified.School DistriNumber 1, Wisconsin. ESEA Title I
evaluationrepOrt, reguler:schoOl year 1968-1969 (part.2)summer session
1969. 83p, ERIC: E1J2138451. .(TaSk2).

Ramsey, Wallace Z. An evaluation of three MethOds-of-teachingsixth
grade reading. In J. Allen.Figurer(Ed.),:Challenge'and'experiment-in
reading. InternatiOnal Reading.Atsociation conferende proceedings,
1962, 7, 151-153. (a) (TaSk-2)-.

Ramsey, Wallace The Kentucky reading study. Readin, eacher, 1962,

16, 178-181. (b) (Task 1)

Ramsey, Wallace Z. A study of salient characceristics ,E pupils of high

and low reading abilitj. Journal of Developmental Read2.z.6i, 1962, 5,

87-94. (c) (Task 1)

Rawey, Wallace Z. A conclusive look at the caring for individual
differences in reading. In Wallace Z. Ramsey (Ed.), Organizing for
individual differences. Perspectives in Reading, No. 9. Newark, Del.:

International Reading Association, 1967. Pp. 115-133. (a) (Task 2)

Ramsey, Wallace Z. (Ed.) Organizing for individual differences.
Perspectives in Reading, No. 9. Newark, Dele: International Reading

Association, 1967. (b)

Ramsey, Wallade Investigat!.On of inner city reading instruction
-programs. 'Final:Report:. Missouri Univ.., St. Louis :Zuly

SR-87F-100. Grant OEG-6-8-008100-0032(057) 98p. ERIC: ED 034 673.

CaY (Tasks 2 & 3)

Ramsey, Wallace Z. A pilot study on the use of v.deotaping in reading

remediation. Journal of Reading, 1969, 12, 479-482. (6) (Task 2)

Ramsey, Wallace Z. Which school system gets the best results in reading?

Journal of Reading Behavior, 196q, 1(3), 74-8O. (a) (Trica 2. 3)

Ramsey, Wallace Z., & Boercker, Marguerite. The influence of a Head

Start program on reading achievement. Raper presented at the Interna-
tional Reading''Association convention, Seattle, May 4-6, L967. 140.

ERIC: ED 012 685. (Task 2)

Sequential"emphaSispon"speed and:comprehension
in 4. college'redding'imprement prograM.icidtnal'of:DeV2i10 Mental

Reading, 1963;' 7, 46-54. (Task'2)

Rasmuasen, Glen R., &,Dunne,-Hope W. A longitudinal evaluation 6f-z-

jrnior 444.'6400J. cortective:reading:program.Readinci'Teather, 1962,

(Task''2):'
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Rauch, Sidney J. The role of the.reading consultant in building a
functional reading program. In H. Alan Robinson (Ed.), Recent develop-
tents inteading. Conference on Reading, University of-Chicago, 1965,
27, 184-187. (Supplementary Educational Monographs, 95, 184-187) (MRslk 1)

Rauch, Sidney J. Ten guidelines for teaching the disadvantaged. Journal
of Reading, 1967, 10, 536-541. (Task 2)

Rauch, Sidney J. A checklist for the evaluation of reading programs.
Reading Teacher, 1968, 21, 519-522.

Rauch, Sidney J., & Weinstein, Alfred B. A slow look at speed reading.
Journal of Reading, 1968,- 11, 353-358. (Task.2)

Ray, Charles K., Ryan, Joan, & Parker, Seymour. Alaskanrnative secondary
school dropouts. A research report. Universit,y. of Alaska. 1962.

Ray, Darrel D. A summary of investigations evaluating college reading
improvement programs. Journal of the'Reading-SpeCialist, 1964; 3, 58-
67. (Task 2)

Ray, Darrel D., & Belden, Bernard B. An examination of immediate gains
in a college reading improvement program. Jonrnal'of'Reading, 1965, 8,
201-207. (Task 2) .

Raygor,Alton'_Ii.:&-Summers,:_Edward G. A.:Comparison of two tethods of
teaching reading eompiehension to high school and college Students. In
Ralph C. Steiger & Culbreth Y. Melton (Eds.),,'News in programs
and.E.Loss..42.Ef_s_ for'collegeadat'reading.. National Reading Conference
Yearbook,':1963, 12,..118-123. (Task 2)

Raygor, Alton L., & Wark, PAvid M. 12.,7..6 _Ly v_ttetnt of poor readers
compared.v11 c11_,,ge-freaim6n. J3urnai of ReadilS, 196414
(UsaL

Razik, Taher A. A study Of American newspaperrability. Journal of
cattunication,.:,1969 19, 317-,324

Reboussin, Rolin, & Goldstein, Joel W. Aehievement :motivation in Navaho
and white students. American iin_tl_221.5211..st, 1966, 68, 740-744.

Reed , .James C . f -Reading .'tachievement as related tor dilferences letween
t.JISC verbal and performance ICes. Child DevelOarw.nit, 1967, 38, 835-840.
(Task 1)

Reed, James C.,, Rabe, Edwar&T.,i& Mankinem, Margart. Teaching reading
to brain-damaged 'children:. A review. 'Reading'Reozarch'Quatterly, 1970,
5,.329401. (Task
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Reichard, Cary L., & Reid, William R. An investigation.of-formatfor
reading material for the educable bentally.retarded.." JOurnal'of1Reading

1970;13, 363-366. (lask..2):

Reid, Ethna R. Evaluation of teacher training in a Title III zenter.
In Educational Testing Service, Princeton, N. J. Invitational Conference

on Testing Problems. Proceedings. (New York City ,Nov. 2, 1968) 141p.

ERIC: ED 033 998. Pp. 31-71.

Reid, Hale C., & Beltramo, Louise. Teaching reading to the law group in

the first grade. Reading Teacher, 1966, 19, 601-605.

Reid, Rale C., & Beltramo, Louise, & Muehl, Siegmar. Teaching reading to

the low group in the first grade--extended into second grade. Reading

Teacher, 1967, 20, 716-719. (Tasks 2 & 3)

Reid, William R., & Schoer, Lowell. A. Reading achievement, social class

and subtest pattern on the WISC. Journal of Educational Researdh, 1966,

59, 469-472.

Reno, Thomas R. A demonstration of Navajo education. Journal of American

Indian Education, 1967, 6(3), 1-5.

Review of Educational Research. Growth, development, and learning:
Reviews the literature for the three-year period since the issuance of

Vol. 34(5), Dec. 1964. Review of Educational Research -1 1")(51.-- a

(Task 1)

Rhodes, OdiJ 0. Some implications for teaching reading to speakers of

black dialect. Indiana University School of Education Bulletin, 1970,

46(3), 117-147. (rask 2)

Richardson, Ellis, & Collier, Lucy. Programmed tutoring of decoding

skills with third and fifth grade non-readers. Journal of Exeriental
Education, 1971, 39, 57-64. (Task 2)

Richardson, Ellis, & McSweeney ,Joseph. An analysis of the E.R.E.

"talking typewriter" as a device for teaching beginning reading skills.

Educational Technology, 1970, 10(2), 81-88. (Task 2)

Rider, Gerald S., & Martinez, Gilbert. Title I and remedial reading for

disadvantaged students. California Journal of Educational Research,

1969, 20, 31-39. (Task 2)

Riessman, Frank, & Gartner, Alan. Paraprofessionals: The effect on

Children-1s learning.::Urban:ReView, 1969.;'4(2),2122. (Task 3)

Rimland, Bernard'. The search for measures of practical intelligence:
Research on Project 100,000. Paper presented at the American Psyoholo-
gical.Association epnference, Washington, D. C., Sept. 1969. (Task 1)



349

Rist, Ray C. Experiment in higher education. Final report, 1968-1969.
Norelco Learning Resources Center, Southern Illinois University, East
St. Louis. Submitted to Office of Economic Opportunity Division of
Research and Demonstration, Dec. 31, 1969. (Tasks 1 & 2)

Rist, Severt R. Shoshone Indian .education: A descriptive study based
on certain influential factors,affecting academic achievement of ShoLhone
Indian students, Wind River Reservation, Wyoming. Master's thesis,
Montana State University, Missoula, 1961. (Tasks 1 & 2)

Robeck, Mildred C. Intellectual strengths and weakness shown by reading
clinic sul)jects on the WISC. Journal of Developmental Reading, 1964, 7,
120-129. (Task 1)

Roberts, Hermese E. Developing a reading curriculum for.the culturally
disadvantaged. In H. Alan Robinson (Ed.);'Meeting'individual differences
in reading. Conference on Reading, University.of Chicago, 1964, 26, 205-
209. (Supplementary Educational Monographs, 94, 205-209) (Task 2)

Robbins, Ruth. The identification and diagnosis of social and emotional
problemn that affect reading instruction. In H. Alan Robinson (Ed.),
Meeting individual differences in reading. Conference on Reading, Uni-
versity of Chicago, 1964, 26, 196-200. (Supplementary Educational
Monographs, 94, 196-200)

Robinson, H. Alan. A plan for helping teachers relate reading and writing
instruction. In H. Alan Robinson (Ed.), Reading and the language arts.
Conference on Reading, University of Chicago, 1963, 25, 224-227.
(Supplementary Educational Monographs, 93 ,224-227)

Robinson, H. Alan. Corrective reading in the high school classroom:
Some principles and procedures. In H. Alan Robinson & Sidney J. Rauch
(Eds.), Corrective readin& in the high school clasaroom. Perspectives in
Reading, No. 6. Newark, Del.: International Reading Association, 1966.
Pp. 11-22. (a) (Task 2)

Robinson, li. Alan. Reliability of measures related to reading success of
average, disadvantaged, and advantagea kindergarten children. Reading
Teacher, 1966, 20, 203-209. (b) (Task 2)

Robinson, H. Alan. The reading consultant of the past, present, and
possible future. Reading Teacher, 1967, 20, 475-482. (Task 3)

Robincon, H. Alan, & Hanson, E. Reliability of measures of reading
achievemeni:, Reading Teacher, 1968, 21, 307-313, 323. (Task 1)

Robinson, Helen M. News and.comments: Methods of teadhing beginning
readers. Elementary SchoalJournal, 1959, 59,' .419-426. (Task 2)

Robinson, Helen M. 'Summary.of investigetionsrelating to-reading,
. July 1, 1959 to June 30, 1960.':'Journal'of-EdttatiOnal'Reaeatch:, 1961,
54, 203-220.

35-7
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Robinson, Helen M. Summary of investigations relating to reading,

July 1, 1960 to June 30* 1961."Reading Teadher, 1962, 15, 293-321.

Robinson, Helen M. Summary of investigations relating to reading,

July 1, 1961 to June 30, 1962. Reading Teacher, 1963, 16* 285-322.

Robinson, Helen M. Co-operative research on first-grade reading.

Elementary School Journal, 1964* 64, 413-415. (a)

Robinson, Helen M. Summary of investigations relating to reading,

July 1, 1962 to June 30, 1963. Reading Teacher, 1964, 17, 326-392.(b)

Robinson, Helen
(Ed.), Reading:
University 3f Ch
Monographs, 96,

M. The major aspects of reading. In H. Alan Robinson

Seventyfive yearS:of'ptogtess. Conference on Reading,

icago, 1966,- 2.13, 22-32. (Supplementary Educational

22-32)

Robinson, Helen M. (Ed.) Innovation and change in reading'instruction.

National Society for the Study of Education Yearbook* 1968,'67(2).

Robinson, Helen M., & Smith, Helen K. Reading clinic clients--ten years

after. Elementary School Journal, 1962, 63, 22-27. (Tasks 1 & 2)

Robinson, Helen M., Weintraub, Samuel, & Hostetter, Carol A. Summary of

investigations relating to reading, July 1, 1963 to June 30, 1964.

Reading Teacher, 1965, 1.8., 331-428.

Robinson, Helen M., Weintraub, Samuel, & Smith, Helen K.

investigations relating to reading, July 1, 1964 to June

Readirl.,.g Research Quarterly, 1965, 1(2), 5-126.

InVestigations telating to reading, July

Robinson, Helen M., WeintraUb, Samuel, le

.inVestigations relating::to reading, July

'Reading ResearCh:QUatterly,.1968, 10 151

Smith, Helen K.
1, 1965 to June
2(2), 7-141.

Summary of
30, 1965.

Summary of
30, 1966.

Smith, Helen K. Summary of
.1*-1966 to June 30, 1967.
-301-

RobinsOn, Helen M., Weintraub, Samuel, & Smith *Helen K. SuMmary of

investigations relating to,teading, July 1, 1967 to June 30, 1968.

Readini Reseatch Quarterly,-1969, .4 129-316.

Robison, Helen F., & Mukerji, Rose. Cultural pluralism in the primary

grade's. Instructor, 1967,'76(6), 34-35, 159.

Rogers_Floyd S. Report of a Title,VI, ESEA, summer screening clinic

sponsored by El Paso County School _District #11, and the Colorado Dept.

of Education. Colorado Springs Public Schools, Colo. Div. of Special

Services. Aug. 1968. 35p. ERIC: ED 033 510.

353
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Rohner, Ronald P. Factors influencing the.academic performance of
Kwakiutl Children in Canada.*:Comparative Education Review, 1965; 9,
331-340.

Rojas, Pauline M. Instructional materials and aids to facilitate
teaching the bilingual child. Modera Language Journal, 1965, 49,
237-239. (Task 2)

Ronald, Mary. A progress report on i/t/a. Catholic School Journal,
1966, 66(10), 36-37. (Task 2)

Roper, Roger C. Drop outs with relation to Indian students in high
school. Master's thesis, Wisconsin State College, Superior, 1961.
(Task 1)

Rose, Harriett A. Report of three semesters of voluntary reading improve-
ment courses at the University of Kentucky. Journal of 1964, 8,

126-129. (Task 2)

Rosen, Carl L. Needed research in language and reading instructional
problems of Spanish-speaking children. In J. Allen Figurel (Ed.),
lelding.goals for the disadvantaged. Newark, Del.: International
Reading Association, 1970. Pp. 278-290. (Task 1)

Rosen, Carl'L.,H& Ortego, Philip D. (Compilers) Issues in langUaGe and
reading instruction ctf-Spanish7speaking"Children;'an:annotatedbiblio-
.graphy. Newark, Del.: International Reading Assosiation,A.969, (a)

Rosen, Carl L, & Ortego, Philip D.' Language and reading problems of
Spanish-dpeakinvchildren in the Southwest. 'Journal of Reading Behavior,
1969, 1(1), 51-70, (b):

Rosenfeld, MIChael, & Hilton, Thomas L. Negro.7white differences in
'adolescent educational growth. American EducaLional Research Journal,
1971, 8, 267283. (Task:1)

-Rosenshine,:::Barak.. -The stability of teaCher effects upcm student achieve-
'ment4 ReView:of-EdUcatiOnal Research 319709'40, 6477662.

Rosenstein, Joseph. The deaf and the hard of hearing. Review of Educa-
tional Research, 1966, 36, :176-198. (Tasks 1 & 2)

Rosenthal, Robert, & Jacobson, Lenore F. Teacher expectations for the
disadvantaged. Scientific AMerican, 1968; 218(4), 19-23. (Task 2)

Rosner Stanley L. Characteristics of corrective.readers. In Marjorie

S. Johnson & Roy A. Kress (Eds.),'COrreetive readina'in'the elementary
classroom. Perspectives in Reading, No. 7. Newark, Del.: International
Reading Association, 1967. Pp. 11-21. (Task 1)
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Rosnee,:$tanley.L., &.Schat A.progtam for.adult nonreaders.
-JOUrrial*of:Reading, 223231. .(Taak..2).

Ross,,:janeE. Factor apalysj..s.of the'General Sptitude.Test Battery in
twentytWo ageOceppation-groups. Master7.sthesis,':Boston, College, 1969.
.(rask 1)

Rothrock, Daytpn G. Teachers surveyed:. A decade of -individualized
reading. *Elementary 'English, 1068, 45, 754-757. (Task 2)

Ruddell, Robert B. The effect of oral and written patterns of language
structure on reading comprehension.' "Reading Teather, 1965, 18, 270-275.
(a) (Task 1)

Ruddell, Robert B. The effect of the similarity of oral and written
patterns of language structure on reading comprehension. Elementary
English, 1965, 42, 403-410. (b) (Task 1)

Ruddell, Robert B. Reading instruction in first grade with varying
emphasis on the. regularity of grapneme-phoneme correspondences and the
relation of language structure to meaning---extended into second grade.
Reading_ Teachers 1967, 20, 730-739. (Task 2)

Ruddell, Robert B. A longitudinal study of four programs of reading
instructionextended into third grade. In J. Allen Figurel (Ed.),
Readint and realism, International Reading Association convention
proceedings, 1968, 13(1), 605-615. (a) (Task 2)

Ruddell, Robert B. A longitudinal study of four programs of reading
instruction varying in emphasis on regularity of grapheme-phoneme
corre6pondences and language structur e. on reading ac:hievement in grades
two and thre. Final. report. California Univ., Berke:ley. Apr. 1968.
CRP-3009; C.I.z*?-78062,-. BP-5-0645. Cuntract OEC-6-10-201. 239p. ERIC:

ED 021 701. (b) (Task 2)

Ruddell, Robert B. Language acquisition and the reading process, with
reply by R. E. Hodges. In Harry Singer ani Robert B. Ruddell (Eds.),
Theoretical models 'and processes of readin.,7. Newark, Del.: International
Reading Association, 1970. Fp. 1-22. (a) (Task 1)

Ruddell, Robert B., & Graves, Barbara N. Socio-ethnic status and the
language achievement of first-grade children. 'ElementaryEriglish, 1968,
45, 635-642. (Task 1)

Rudnick, Mark; Sterritt, Graham M., & Flax, Morton. Auditory and visual
rhythm perception and reading ability. 'Child Development, 1967, 38,

581-587. (Task 2)

Rupiper, Omer J. Multiple factor analysis of academic achievelment; A.

comparative study of full-blooded Indian and white children. *Journal of
Experimental Education, 1960,-28, 177-205. (Task 1)

360

J-

r



353

Russell, David H. Reading.research.that makes a difference. Elementary
English, 1961, 38, 74-76. (Task 2).

Russell, David H., & Fea, Henry R. Research on teaching reading. In
N. L. Gage (Ed.), Handbook'of-research on-teach1115.. Chicago: Rand
McNally, 1963. Pp. 865-928. ,(Task 2)

Russell, Ivan L. Motivation for'school achievement: Measurement and
validation. *Journal'of EducatiOrtal ReSearch, 1969, 62, 263-266.

Rutherford, William L. Five steps to effective reading instruction.
Reading Teacher, 1971,24,:4167,421,;424. :(Task 2) '

Ryan, Ellen B., & Semmel, Melvin I. Reading as a constructive language
process. Readim Research Quarterly, 1969, 5, 59-83. (Task 2)

Rystron, Richard. Dialect training and reading: A further look. Reading
Research Quarterly, 1970, 5, 581-599. (Tasks 1 & 2)

Safar, Dwight. An exploratory, study of mental maturity, achievement and
personality test results in relation to the academic progress of Indians
and non-Indians in grades four through eight in six public school dist
ricts and one parochial school in Fremont County, Wyoming. Doctoral
dissertation, University of Wyoming, Laramie, 1964. (Task 1)

Safford, Alton L. Evaluation of an individualized reeding program.
Reading Teacher, 1960, 13, 266-270. (Task 2)

'Sainei,:Lynette. Evaluating the needs of the cuIturally:disadvantaged
reader in_grades, nine,:,through fourteen, In H, ,Alan--Robinson

Meeting:indiVidual differences in-::reading. Conference on Reading,
.UniVeraity'Of'Chicagb96426,- 1287133. -(Supplementary, EduCational
Monographs, 94, :128-133)" (Tasks 2)

Saine, Lynette. The slow learner. Instructor, 1965, 74(7), 81, 105-107.
(Task 2)

SaiisbUry, Lee H. Teaching'English to Alaska natives. Journal o
American Indian EduCation,'1967, 6(2), 113.

Samuels, S. Jay. Effects of pictures on learning to read, comprehension
and attitudes. Review of Educational Research 31970, 40, 397-407. (a)
(Task 2)

Samuels, S. Jay.. Modes of word recognition. In Harry Singer & Robert B.
Ruddell -(Eds4,Thedtetidal'IncidelSand'proteaSed7it:111.114. Newark,

InternationalReadingSoCiation, 1970 . (b) (Task 2)

-Santa Barbara City College, Calif., A4ultEdUcaticm.Div.jinal report on
MDTA,basid 'education and voc4tional:Classesof:thejWork: Tcaining_Program,
Inc., 19657.67. NOV.. 1967 . 33p. ERIC: ED 026'067.:', (Task 2)
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Sarason, Seymour L. Davidson, c..anneth S.., & Blatt,. Burton. -The

prepEration of -teachers: :An-Unstudied problem in education. New York:
John Wiley & Sons, 1962....(Task- 3)

Sartain, Harry W. The Roseville experiment with individualized reading.
Reading Teacher, 1960, 13, ,277-281. (Task 2)

Sartain, Harry W. Individualized reading--an evaluation. In Donald L.
Cleland (Ed.), New-dimensions in reading.. Conference on Reading, Uni-
versity of Pittsburgh, 1963, 19, 55-60. (Task 2)

Sartain, Harry W. Individual or,basal, in second and third grades?
Instructor, 1965,-74(7), 69, 96, 100. .(Task 2)

Sartain, Harry W. The research:base for individualizing reading instruc-
tion. In.-J. -Allen Figurel 'Reading 'and 'realism.- International
Reading Associationconvention proceeding's, 1968; -13(1), 523-530.
(Tasks 1 & 2)

Savage, R. D., & O'Conner, D. J. The assessment of reading and arith-
metic retardation in the school. Eritish Journal of Educational-Psycho-
logy, 1966, 36, 317-318.

Sawyer, Rita, & Taylor, Lucille B. Evaluating teacher effectiveness in
reading instruction. Journal of Readl.nz 1968 11, 415-418, 483-488.
(Task 3)

Schab, Fred. The effects of two different: approaches to remedial reading
on the permanence of the resulting achievement. Childhood Education ,
1967, 44, 140-141. (Tasks 1 & 2)

Sehale... Florence ',,Using special modes of learning tor4mPkove., reading
in.s t ruction. grades- nine 'Ain Robinson (Ed . )

:-Meetine.4.,::;:e_i;ln-ak-7differences in zeading. .''ConferenCe: on Reading, Uni-
-7-Yeraity-,Of 'Chicago, '1964,..263.41744. (Supp1..ientary ;Educational Mono-

.graphs, 94,' 41-44)

'Scheier, Elaine. An experimental °Study designed ,to test the :relative
effeCtiVeness of a melti-media iinStrUctiOnal -system. Paper presented
at 'the National Seminar,on'Adult Education Research, Toronto, Feb. 9-11,
1969. 8p. ED..026.611:- (Task 2)

Scheier, Elaine, & Senter, DOnald R. _Evaluation. of Learning 100: An

adult .basic .education project in 'Bedford-;Stuyvesant, 1967-68. EDL

Research and InforinatiOn Bulletin 15 Educational Developmental Labora-
tories,: HUntington, N. Y.' 1969.

Schelby, FlOyd A. Education program' for, migrant farm workers and their
familieS -Final'report., 1965.. Mereed,' County Schools, Calif. Jan. 1966.

-ED 014.'354. (Tasks 1 .&
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Schell2 Donna M., Veroff, Joseph 2 & Schell, Robert E. Achievement
motivation -and performance 'among second-grade boys and girls. Journal
of 'ExperiMental'Education, .1967; '35; 66-73. (Task 1)

....
Schell, Leo M. Teaching structural analysis. Reading-Teacher, 1967,
-21 2 133-137.

Schick, George B. Diversity in college reading programs. In Paul D.
Leedy (Ed.) College-adult reacji.Em instruction. Perspectives in
Reading, No. 1. Newark, Del.: International Reading Association ,

1964. Pp. 14-26. (Task 2)

Schiffman, Gilbert B. Diagnosing cases of reading disability ;,,.th
suggested nemeological impairment. In J. Allen Figurel (Ed.), Vistas
in readinz,. intarrional Reading Association convention proceedings,
1966, 11(1), 51.3-521.- (Task 2)

Schiffman, Gilbert B. Corrective reading and the total school program.
In Marjorie S. Johnscon & Roy A. Kress (Eds.), Corrective reading in the
elementary. classroom- Perspectives in Reading, No, 7. Newark, Del.:
International Reading Association, 1967. Pp. 129-138. (a) (Tesk 2)

Schiffman, Gilbert B. The-_role of a state reading consultant. 'Reading
Teacher; 1967; 20, 487-493.. (b) (Task .3)-

Schiffman, Gilbert B. Total langtiage arts commitment--kindergarten
through twelfth grade. Reading Teacher, 1968, 22 , 115-121. (Task 2)

Schiffman, Gilbert .B., & Clemens , Raymond L. Observations on children
.witk severe reading Problems. Learning Disorders, 1966, 2, 295-310.
r(TeakS 1 & 2)

Schleich, Miriam. The secondary teacher's responsibility for literacy.
Journal of Rep.ding, 1968, 11, 603-504. (Task 3)

Schneyer, J: Wesley. The relationship of scholastic aptitude factors to
progress in a college reading course. Journal of Developmental Reading,
1964, 7, 261-268. (Task 1) '

Schneyer J. Wesley... -Reading adhievement of first grade children taught
,by a linguistic approach and a basal ,reader _approach--'-extended into
second grade. Reae...ji.2g.-Teacher, 1967, 20,. .(TaskS 1 1;c 2),

Schneyer, J. Wesley. '.Reading achievement of first grade children taught
by a 1 inguistic:1' approach Laid a basal, reader approach-'-eictended. into
third :grade.,' 'RotadingTeacher, 1969, '22, 315-310. (Tsk 2)
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Schneyer, Z..Wesley. Reading and.the disadvantaged. -Reading'Teacher,
1970;.23, 571, 573, (Task-:1)

Schlleyer, J. Wesley, & Cowen, Shaila. Comparison of a basal reader
approach and a linguistic approach.in second and third grade ieading

instruction. Final report...Pennsylvania Univ., Philadelphia. Aug.

1968, BR-S-0601. Contract 0EG;6-10-129. 235P. ERIC: ED 022 661.

(Tasl. 2)

Schnur, JaMas 0. A synthe4tv of.cdrrent research in migrant education.
New Mexico State Univ., all-m=sity Park. ERIC Clearinghouse on Mural

Education and Small SchcMIs., May 7..970. BR-6-2469. Contract OEC-1-6-

026469-1574 44p. ERIC: E7., 039:049. (Tasks 1 & :2)

Schneller,-Arthur- W. Stmte patterns.- in Wisconsin -forimproving reading
instruction. In J. Allem E4gpare1 ZEd.);'Reading'andrealism., Interna-
tional Reading Association 7.,:-,ovention proceedings, .196813(1), 284-288.

(Task 3)
. .

s,chool atid:

Schnol-aod SocietY, 19660 459-460.
Society. Unsamnd_readtmg systems in.American education.

Schrader, William,B. Test.- data as social indicators. Statistical Report

SR-68-71, Educational Testing.Service, Princeton, N. J. Sept. 1968.

Schreiber, Daniel. .A, school's work with urban disadvantaged pupils.
College Entrance Examination Board. 1960. lip. ERIC: Eb 001 779.

(Task 2)

Schreiner, Robert Hieronymous A. N., & Forsyth Robert. Differential

measurebent of reading abilities at the elementary school level. Reading

Research Quarter:LE, 1959, .25 84-99. (Task 1)

Setwartz, AudreY
can and Anglo pupils.
tion, U014, Graduate

Comparative values'and achievement of Mexican-Ameri-
CSE Report No. 37. Center for the Study of Evalua

,School of Education. 1969. (Task 1)

SchVartzberg, Hertert. What children think of individualized reading.

212aAllaik Teacher, 1962, 16 86-89. (Task 2)

Scovt, Carrie 14.

the sub-teats of
Researck, 1963,

Intelligence and gain in reading as related to gains in

the Stanford Achievement Test. Journal of Educational
494-496. (Task 1)

'Scott,-.0aorge 4&-others, Indiana and their education in Chicago.
NatiOnal'Study of-American Indian Education, Series II, No,K2. Chicago

BR470147. 'Contratt OEC-08-080147H2805.
ERIC::EDJ)39',079 '(Taakl.)

Scott, PalMer M. Title I-7-Catalyst for change in Montana. ReadIEL

-TeaCher, -1967 -.20, 297-5021. (rask 2)
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Scott,- Ralph. Social .class race, seriating and reading. readiness: A
study.:of-their relationshiP . at: the-kindergarten level'. :JOttfrial :of:Genetic

'Psychology, 1969; -115.. 87-96. ,(Task--1)

Scott;. Ralph. Perceptual. skills,. general intellectual ability, race,
and later reading achievement.: Reading TeaClr, 1970, 23, 660-668.
(Tasks 1 & 2)

Scully, Marion M. The Demonstration Guidancs. Project and the teaching
of English. In Arno Jewett, -Joseph Mersa& &-Do-ris T GunderSOn (Eds.),
ImproVing -English skills of ddltutAllydiffetpent th
United_StatesOffice of .:Edutation -Bulletin, IP-64 No. 5,, 166.,179. (Task 2)

Seaberg; Dorothy I. 16 there a literature fcm: the. disadvantaged child?
Childhood Education 1969, 45; 508-7512.- (raSk 2)

Seagoe, May V. Yesterday was Tuesday; all 'day and 'all 'pight: The story
of a 'unique education. Boston: Little Brown, 1954.

Sebesta, Sam L. Artificial orthography .asa-transitional-device in first
grade reading in3truction. "Journal 'of -Educational 'psyChology, 1964, 55,
253-257-. (Task 2)

Sebesta, Sam L. My .son, the linguist and reader. Elementary English,
1968, 45, 233-235, 242.

Seegers, James E.; Jr., .&Rose, Harriett.A. Verbal:,comprehension and
academic success-in College. Personnel-and -Guidande 'Journal,. 1963, 42,

295-296. (Task 1)

Sellin, Donald. Using a basic reading series with educable mentally
retarded 'children. Reading Teacher,- 1966, 19 442-445... (Task 2)

,Serwer, Blanche L Linguistic support for a.method of teaching beginning
,reading t.ci black children. Reading 'ReSearch Quarterly ,1969,' 4, 449-467.

(Task 2 ) .`

_ew York: Viking Press 1961.

Shafer, Robert E. What can we expect from a national assessment in
reading? Journal of Reading, 1969, 13, 3-8, 54-56.

Shanktan, Florence: V Gaines reinfOrce reading kil1s. Reading.: Teacher,

1968, 22; 262-264. (Task:2)

Shapiro, Bernard j., & Willford, Robert E. I.t.a.-4cindergarten or first

grade?.' 'Readita Teacher; 1969;12,, 307-311. (Task 2), _

Shaw, :Ralph-,L.,4 Uhl NOrMan TP.,-RelatiOnship betWeen'locus-of control
scoresand_readint.:achieveMent Of black' and white second'grade children
- , - . .

:frOM:tWo :sOcioeconomid levels-. Paper preSentedat the SoUtheastern:Psy-
chOlOgicaI:AsSOciation.COnvention,, Feb. 1969. llp. ERIC: ED 036 575.

(TA-Sle 1)
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Shearer, E. The long-term effects of remedial education. -Education-d

Research, 1967, 9, 21S-222. (Task 1)

Shearer, E. Physical skills and reading backwardness. Educational

Research, 1968; '10, 197-206. (Task 1)

Shearron, Gilbert F. Color, deficiency and reading adhievement in

primary school boys. Reading Teacher, 1969, 22= 510-512. (Task 1)

Sheldon, William D. Television and reading instruction. Education,

1960, 80, 552-555. (Task 2)

Sheldon, William D. A modem reading program for young children. In

Warren G. Cutts (Ed.), Teadhing young Children to read. Proceedings of

a conference, No. 14-16, 1962. United States Office of Education
Bulletin, 1964 No. 19, 31-37. (Task 2)

Sheldon, William D., & Lashinger, Donald R. Effect of first-grade

instruction using basal readers, modified linguistic materials and

linguistic readers. Syracuse Univ., New York. 1966. CRP-2683. 98p.

ERIC: ED 010 031. (a) (Task 2)

Sheldon, William D., & Lashinger, DOnald R. Effect of first grade

instruction using basal readers-, modified linguistic materials and

linguistic readers, Readinc. Teacher; 1966, 19,.576-579. (b)

Sheldon, William D., Nichols, Nancy J., & Lashinger, Donald R.

first grade instruction using basal readers, modified linguist

materials and linguistic readers--extended into second grade.

Teacher, 1967, 20, 720-725. (Task 2)

Effect of
ic
Reading.

, Sheldon, William D., Stinson, Franga, & Peebles James D. Comparison of

three methods of reading* A continuation study in the third grade.

Readija Teacher, 1969, 22, 539-546. (Tasks 1 & 2)

Shellhammer, Tom. A report on statewide testing: Pupils in grades five,

eigt and eleven tested in reading, mathematics, and English language

usage. California Education, 1964, 1(6), 3-8. (a) (Task 1)

Shellhammer, Tom. Statewide testing--Iis second year.

Education, 1964, 2(4), 25-29. (b) (Task 1)

California

Sheperd, George. Selecte&-sfactors in the reading ability of educable

Mentally-retarded boYa.,::Ameridat'JOdrnalfof Mental-Deficiency., 1967,

71, 563-570. (Task-1)

Sheperd George. Reading research and the individual child."Reading

'TeaCher, 1968; '21 335-342.

.Shnayer, ,Sidney, W. Relationships between reading interest and reading

coMprehension. In:J. Allen' Figurel (gd.);'Reading'and-realism.. -
International. Reading Association cOnvention proceedings, 1968;,'13(1),

698-702. (Tisk 2)
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Shores, J. Harlan. The pro Zessional preparation ' collage teachers of
reading. Reading Teacher. 1961, "14, 331-335. (r- Sk 3)

Shores, J. Harlan. Reading interests and inform% onal meeds of high
school students. Readin,g Teacher, 1964; 17, 536-44. (Task 1)

Shores, Richard E. Performance ot learning ,lisabI,a4 and normal children
from differing social classes undc.r tangible Dir ir canigible reinforcement
conditions. Exceptional Children, 1969, 35, to43-4.

Short, Sue, & others. Evaluation report on Title _1, Elementary and
Secondary Education Act of 1965; FY '66. Arkanseq State Dept. of Educa-
tion, Little Rock. 1966. 47p. ERIC: ED 021 901, (Task 1)

Shuy, Roger w. 1tng-4.1-4,, hnckgroundfor developing Tbeginning reading
materials for black Children. In Joan.':Claratz & Roger W. Sbuy (Eds.),
Teaching black 'children 'to read. Washington, D. C.: Center for Applied
Linguistics, 1969. Pp. 117-137, (Task 2)

Silberberg, Morman E., & Silberberg, Margaret C. -Nylthe in remedial
education. Journal of Learning Disabilities, 1969.., 2, 209-217. (Task 2)

Silbermm, Charles E. The city and the Negro. In Harry A. Passow,
Miriam Goldberg, & Abraham J. Tannenbaum (Eds.), Education of the
disadvantaged: A book of readings. New York: Hoi t, Rinehart & Winston,
1967. (Task 1)

Silberman, Charles E. Crisis in the classroom: The remakin_a of American
education. New York: Random House, 1970. (Tasks 2 & 3)

Silberman, Harry F. Rending and related verbal learning. In Robert
Glaser (Ed.), Teaching machines and programed learning, II. Washington,
D. C.: National Education Association, 1965. Pp. 508-545. (Task 2)

Silberman, Harry F., & Kooi, Beverly Y. Some comments on nine elementary
teacher education models. System Development Corp., Santa Monica, Calif.
.Mar l96. 17p. Rept. No. SDC-SP-3309. USGRDR: AD 685-437. (Task 3)

Silverberg, Norman, & others. laecision models in reMedial reading : A
pilot

.
.

project . 1inal report._ jEcennY Rehabilitation Inst., Minneapolis,
'Minn.' .30.,Sept: 1969. BR-8-4-119. Grant 0E6-6-9-008119-0049. '41p.
ERIC: ,ED 033, .842.. (Task

Simmons, George A., & Shapira_ Bernard J. . Reading expectancy. formulas:
A warning note. journal of Reading; 1968, 11, 625-629. (Task 1)

Simmons, John S. The scope of the reading program for secondary
Reading Teacher, 1963, '17, 31-35. (Tasks 2 & 3)

Sinclair, Ward; Miller, Mary Louise, & Alexander, Donald K. (Compilers)
Status -of 'reading certification in the 'United States. (1970 ed.)
Washington, D. C.: American Federation of Teachers , AFL-CIO, Feb. 1970.
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Singer, Harry. Substrata.rfactor-theory of reading: Grade and sex

differences in reading at-the elementary,school -level.- In J.-Allen
Figurel (Ed.),'IMproVeMent'oUteading-throngh classroam'practiae.-
International Reading Association.conference I proceedings, 1964, 9,

313-320. (Task 1)

Singer,:Harry. A developmental-Model for speed of reading in grades

three through six. In Harry Singer'& Robert B. Ruddell (Eds.),

'TheOreticaltiodels and prOdeaSea-ofreading. Newatic Del.: Interna-

tional Reading Association, 1970'. Pp. 198-218. (a) .(Task 2)

Singer, Harry. Research that should have made a difference. E:,_amantary

English, 1970, 47, 27-34. (b) (Task 2)

Singer, Harry, & Ruddc211, Robert B. (Eds.) Theoretical models and

processes of reading. Newark, Del.: International Reading Association,

1970.

Sinks, Naomi B., & Powell, Marvin. Sex and intelligence as factors in
achievement in reading in grades 4 through 8. Journal of Genetic Psycho-

logy, 1965, 106, 67-79. (Task 1)

Sipay, Edward R. A comparison of standardized reading scores and func-

tional reading levels. Reading Teacher, 1964, 17, 265-268. (Tasks 1 & 2)

Sipay, Edward R. An evaluative look at the cooperative studies of

reading in first and second grade: Limitations. In J. Allen Figurel

(Ed.), Reading and realism. International Reading Association convention

proceedings, 1968, 13(1), 586-596. (a) (Task 2)

Sipay, Edward R. Interpreting the USOE Cooperative Reading Studies.

Reading Teacher, 1968, 22, 10-16, 35. (b) (Task 1)

Sizemore, Mamie. Teaching reading to the bilingual child. Arizona State

Dept. of Public Instruction, Phoenix. 1963. (Tasks 1, 2, & 3)
,

Skinnet,.Vineent P.H:14hy ManyAppelachien:chtldrenare "problem,readers"

-We createthe problemsJournal Of Reading, 1967, 11, 130-132.
,

Skinneri,yincent::pAnalysis of language samplea of-selected Maine

Children.: -1MpliCatiOnS'for:the:.teaching of:readingto nonsuburban/

urban childrenChildhoOcUEducation,

MarjOtieResearchand its iMplications:. -In-Arno Jewett, Joseph

Mersand,& DorisV.Gunderson (Eds.);2140toVing'English.akilla:of

-.57114k2arALL4'diffetentIOnth'injatge'Cities.
United States Office of

EdUcation Bulletin, 1964-Jio..: 5, 35751. -(Taak 2)

Smith, Anne, M. New Mexico-indians: Economic, educational, and social

probIems. Reseal-0 RecOrds, NO. 1: Mnseuth ofiNew MeXico, Santa Fe.

_1969 . -(Task:::1),
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Smith, B. Othanel. A study cf the_logic of teaching; a report on the

first phase of a fiveyear research-project: The logical structure of

teathing and the development of.critical thinking. Univ. of Illinois,

Urbana, Bureau of Educationalaesearch. est. 1960. (Task 2)

Smith, Carl B. Let's be practical about reading. AmericarcEducation,

1969, 5(7), 28-31. (Task 2)

Smith, Carl B., & Austin, Mary C. Conducting a national study of Title I

reading programs." Reading'Retearch Quarterly, 1969, 4, 323-341. (Task 3)

Smith, Charlene W. Vocabulary of factual reading materials. Eddcational

Forum, 1963, 27, 443-447. (TaSk.2).

Smith, Donald H., & Amex, Nancy L. Inner citystudies: -Graduate .

training for teathers of the-disadVantaged-. -Journal'of'Teacher'Education,

1969, 20, 347-350. (Task 3)

Smith, EdWin innovations-in. adult.1)asid. education. In Joseph A.

Mangano (Ed.);JI25.AtApies-for'addlt-basic'eduCation. Perspectives in

Reading, No. 11. Newark, DeL: International Reading Association, 1969.

Pp. 15-20. (Task 2)

Smith, Edwin 44 & Mason, George E. Teaching-reading in adult basic edu-

cation. Bulletin -71H-4 (Reprint)..-Florida State-Department of Education.

4une 1968. (Task 1)

Smaith, Frank. Understmding reading: KpaychOlinguistic analysis of

reading and learning to read. New York: Holt, Rinehart & Winston, 1971.

Smith, Helen K. The responses Of goocLand poor:readers when4asked to

:read for:different:purposes. ReadinprResearch Quarterly,A.967, 3,

7

Smith..Henry Dechant, Emerald V. Psychologyin
Englewood'Cliffs J. Ljrantice-Hall 1961.

"

Smith, Jeanne. Outdoor education as a method of teaching reading.

Journal of Reading, 1968, 12, 229-233. (Task 2)

Smith, Kenneth J. Reading program for junior high. School and Community,

1963, 50(3), 28, 71.

Smith, Kanneth J., &'Heddens,- JaMea W. ',The readability of experimental

Mathematics- materials.*Atithnietic *Teddher'i: 1964;.*11, 391-394.

A survey of the'reading specialist in the secondary schools:
. .; _

..:Sup4visiOn 414 organizatiOn:of readingI)rOgrams, 19681969. Master's

rthesia,:liniVeraitYOf Hartford, CciiinectiCU1969-. .(Task 3)
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Smith, Mildred B. Curriculum innovations for disadvantaged elementary

children--What should they.be? Teachers College Journal, 1965, 37, 7,

32-39. (Task 2)

Smith, Mildred B. School and hoMe: Focus on achievement. In A. Harry

Passow (Ed.), jlty_92.2kina pruitams 'for the:educationally disadvantaged.

New YOrk: Teachers College Press, Columbia University, 1968. Pp. 87-107.

(Task 2)

Smith, Nila B. The professional preparation of high school teachers of

reading. Reading Teacher, 1961; 143 326-330. (a) (Task 3)

Smith, Nila B. Wh.i.t have we accomplished in reading?--A review of the

past fifty years. Elementary English, 1961, 38, 141-150. (b)

Smith, Nila B. Reading in subject matter fields. Educational Leadership,

1965, 22, 382-385.

Smith, Nila B. Questions administrators ask about reading in secondary

schools. In H. Alan Robinson & Sidney J. Rauch (Eds.),Corrective reading

in the high.school classroom. Perspectives in Reading, No. 6. Newark,

Del.: International Reading Association, 1966. Pp. 114-129. (Task 3)

Smith, Nila B. Prospectives in reading instruction: Past perfect?

Future tense? Elementary English, 1968, 45, 440-445.

Smith, Nila B. Americar reading instruction. Newark, Del.: Interna-

tional Reading Association, 1970.

Smith, Nila B. Research in reading: Trends and implications.

ElementarE English, 1971, 48, 320-327. (Task 2)

Smith, Nile B., & Strickland, Ruth. Some approaches to reading.

Washington, D. C.: Association for Childhood Education International,

1969. (Task 2)

Smith, Richard J. Developmental reading - tots1-school effort.

Wisconsin Journal of Education, 1968, 101(4), 18-19, 21. (Tasks 2 & 3)

Smith,:R14hard-J., & Barter, Clinton R. The'effeCts of reading.for two

4articularpUrposes.JOUtnal of Reading1968, 12, 134-138,,174-176.

(Task 2)

Smith, Richard:3,, & Otto, Wayne. Changing-teacherattitudes toward

teaching reading in the content areas.JoUtrial'of'Readingi 1969;'12,

299-804. -(Task .3)

Smith, Richard,..T.iOtto Wayne; 4 Harty, . Kathleen. Elementary teachers'

preferendesfor.pre=serVide and.in7service training in .the'teaehing of

readingurnal'ef:IduCatiOnel'ReSeatch ,I976, 63; 445-449. (Task 3)



363

Smith, Richard W., & VanderMeer, A. W. Media and the education of the
disadvantaged:. A rationale. AndierAsual'Instruction, 19653103 8-9.
(Taskl)

Snider, James G. Achievement test performance of acculturated Indian
children. A.lberta Journal of'Educational Research, 1961, 7, 39-41.
(Task 1)

Snider, James G., & Coladarci, Arthur P. Intelligence test-perforaance
of,.acculturated Indian Children..1"CalifOtnia'Jhatnal"of'EdtcatiOnal
:Research, 1960,-"11, 347-36,. 48. (Task 1)

Snipes, Walter T. The effect of moving on reading achievement. Reading
Teacher, 1966, 20, 242-246. (Task 1)

Snow, Richard E. Toward a model of teacher-learner interaction.
Stanford Univ., Calif. Stanford Center for Research and Development in
Teaching. Jan. 1968. RM-18. BR-5-0252. Contract OEC-6-10-078. 16p.

ERIC: ED 037 374.

Sorensen, Philip H., & others. Evaluation of the compensatory education
program of the San Francisco Unified School District, 1966-1967.
Stanford Research Inst., Menlo Park, Calif. SRI-1-6336, 1967. 296p.
ERIC: ED 016 732. (Task 2),

South St. Paul Public Schools, Minnesot.-1. There is a better way. A
, premise points the way. A profile with promise. A composite of the
survey. ,Jul. 1968. 35p. ERIC: ED 023.471. (Task 3)

Southgate, Vera. Approaching i.t.a. results with caution. EducaLional
Research; 1965, 7, 83-96.

Spache,JGeorge:D. Readingrate-imprhvement or Success for the wrong'
,

,reasons.'Journal-,Of'DeVelopmentalReading1963-,*7,,2..-5-76.

Spadheeorge.D.' *sMating-Ja4Uagepotentialof. children-.
& Elaine C VilsCekjEds-.):, Readingand the related,arts.

Conferenceoir::1eading,UniversitY of::Pittsburgh, 19651'21, 9.5101. (Task 2)
,

SpaChe, GeOrgelL-HA(.reaCtion to,comnuteir-aSsisted instruction in initial
:reading:Thtanford'PrOject Reading aesearch.Quarterly 1967, 3,
1017109, .(TaSk2)1

Spache,:peorge,AL, *;others.:, A st4dy Of a longitudinal first-grade
reading readiness program-. Florida State Dept. of EducatioN:rallahassee.
1965. CRP72742. Contract 0E4-107263.': 356p. ERIC: ED.003 355. (Task 2)

Rawland,)44nnie L.,
& fir-61'f grade.'-readingreadiness program.

'Iteading:TeaCher, 1966,19, , (Tatk 2)
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Spache,, George D.,
and syllabication?

Spache, George D.,
(2nd ed.) Boston:

& Haggett, -Hary.E. -What-do teachers know about phonics
'Reading:TeaCher., 1965219, 96-99. (Task 3)

& Spache; Evelyn B. 'Reading'in eleiñentary school.

Allyn & Bacon. 1969. .(Task 2)

Spaidityg, Norma. Learning problems of Mexican-Americans. Reading

Improvement, 1970, 7, .33-36. (Task 1)

Sparks, J. E, A comprehensive -_-..eading program with resources unlimited.

In California Elementary School Administrators Association, The first R.

A survey of selected current practices in reading instruction. Monoaph
18. Palo Alto, Calif.: National Press, 1966. Pp. 55-58. (Task 2)

Sparks, Paul E., & Fay, Leo C. An evaluation of two methods of teaching

rvading. Elementary School Journal, 1957, 57 386-390. (Task 2)

Spaulding, Robert L. Achievement, creativity, and self-concept correlates

of teacher-pupil transactions in elementary school, classrooms. Hofstra

Univ., Hempstead, N. Y. 1965. CRP-1352, 230p. ERIC: ED 024 463.

(Tasks 1 & 2)

:Spence, Allyn G.* Mishrei ShitaIa P., &:Ghozeil, Susan. HoMe language

and performance on standardized tests. ElementartSchOol:Journal, 1971;

74 3097313. ' (Task 1)

Spencer, Doris. U. Individualized first.jgrade reading versus a ,basal

reader program in rural communities. Aleading Teacher, 1966*-19,,-5957600

Spencer, Doris U. Individualized versupa-basal reader program.in rural

,commUnities - grades one and:two. :ReadingTeaChet, 1967,-21, 11-717.

(Taek'.2)
'

Spencer, Doris U., & Moquin, L. Doris. Individualized reachiag versus a

basal reader program in rural communities, a second ye;ar--grades one and

two. Johnson State Coll., Vt. CRP-3179. 105p. ERIC: ED 012 686.

(Task 2)

Spiegler, Charles G. Provisions and programs for educationally disadvan-

taged youth in secondary schools. In Paul A. Witty (53.), The education-
ally retarded and disadvantaged. National Society for the Study of

Education Yearbook, 1967, 66(1), 184-210. (Task 2)

Spitze, Hazel Taylor. Toward a definition
of HomeEconomics, 1963, 60, 333-336.

Squire. James R. Reading in American high schools today. In J. Allen

Figurel (Ed.). 'Reading'And'inquiry. International Reading Association
conferenCe Proceedings, 1965; 10, 468-472. (Tasks 1 & 2)

of homemaker -literacy 'Journal



.365

Squire, James R. What .does. research in reading reveal about attitudes
toward reading? Eripish :JOUrrial,' 1969; '58; 523-533. (Task 2)

Squire, James R., & Applebed; Roger K. A study of English programs in
selected high schools which 'consistently educate outstanding students in
English. 'Univ. of Illinois, Urbana. 1966. CRP-1994: .BR-5-0388. 619p.
ERIC: ED 010 163. (Tasks 1 & 2):

Staats, Arthur W. Intg.:grated-functional learning theory and reading.
In Leonard Courtney (Ed.), The use of theoretical models in reading.
Highlights of the 1965 pre-convention institutes. International Reading
Association, Newark, Delaware. May 1965. 13543. ERIC: ED 028 905.
Pp. 29-67. (Task 2)

Staats, Arthur W., 4 Butterfield, William H. Treatment of nonreading in
cniturally deprived juvenile.delinquent: An appliCation of reinforcement

prinCipleaChild-Development965,311_,:925-942 :(Tasks LEc.2)

Stafford, Charlotte. Reading.for deafChildren.::Ametican-Annals'of the
Deaf, 1966, 111; 463-466. (Task 2)

Stafford, Kenneth. Problem solving by.Navaho :children,in. relation to
knowledge of English. 'Journal *of 'AMeridari 'EdU.CatiOn, 1965, 4(2),

Stahl, Betty Lou, & Ottenberg, Zetta. OrgExization of a secondary
reading programs'for a,.middle-size..city system. Journal .of 'Reading, 1968,
12, 27-32.: (Task 3

Staiger Ralph, Ralph C. Basal.reading programs: How do they stand
-today? In Nila B. Smith .(Ed.); Current issues in reading. International
Reading Association convention proceedings, 1968, 13(2), 283-307. (Task 2)

tarichfield, Jo H. Boys ',..y..achieVement., in-.beginning reading. iii J. Allen
Figurer:.:(Ed:) '.Readints.arid inquiry. ..International rReadirig- .Association
Conference proceedings; -.1965;:',10;.:,290,-293. (a)..-.:,(Tasks

Stanchfield, Jo,- H. . The .reading Specialist in the junior 'high school:,
Journal.; of;; Reading, 1965 8 ; ..301306 -(b)' (Task 3)

Starichfield, Jo- ' Increasing boys:7 reading, achievement throUgh instruc-
tional.materials. In J. Alleri*FigUrel: (Ed.), Vistaa reading.. , Inter-

.

riationat 'Reading AsSociatiOn'convention praceedirigs 1966, 11(1), 440-444.
_(Task.i.)

Stenchfield,, Jo M. The effect of- high-interest materials on reading
achievement in the first grade. In George-B. -Schick & Merrill M. May
(Eds.); 'Junior college 'and adult reading-programsexpanding, fields.
National Reading Conference Yearbook,1967; '16, 58-61. (Task 2)
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Stanchfield, Jo M. Differences,in,learning patterns.of.boys and.girls.
in Malcolm P..Douglass (Ed..),'Clateniont'Reading.Conference'Yearb.00k,
1968, '32, 218-227. (Tasks I & .2):

Stanchfield, Jo M. Differences in learning patterns of boys and girls.
Paper presented at the International Reading Association conference,
Kansas City, Mo., Apr. 30-May 3, 1969. 16p. ERIC: ED 033 000.. (Task 1)

Stanton, Paul E. A study of systems for teaching adults reading skills.
Doctoral dissertation, University of South Carolina, Columbus. University
Microfilms No. 67-4109. (Task 2)

Stauffer, Russell G. The effectiveness of language .arts and basic reader
approaches to first grade readine instruction. 'Reading Teacher, 1966, 20,
18-24.

Stauffer, Russell G. (Ed.) The first grade reading studies: Findings of
individual investigations. Reprinted from The Reading Teacher. Newark,
Del.: International Reading Association, 1967.

Stauffer, Russell G. Exempt good readers from instruction? Instructor,
1968, 77(7), 29, 172.

Stauffer, Russell G. Below grade level readers. Instructor, 1969,
78(9), 75 78. (a) (Task 2)

Stauffer,,Russell G. Middle grade language experience approach.
Instructor, 1969, 78(5), 90, 99. (b) (Task 2)

"` Stauffer, Russell G., & Cramer, Ronald.L. Reading specialists in an
occupationsl training program. Reading Teacher, 1967, 20 ,525-531.
(Tasks 2 &

Stauffer, Russell G., & Hammond, W.:Dorsey. Effectiveness of a language
arts and basic reader approach to first grade reading instruction.
Delaware Univ.;''Newark. 1965. CRp=26-79. 149p. .ERIC: ED 003 484.
(Task '2)

.

Stauffer, Russell G., & Hammond, W. Dorsey. The effectiveness of language
arts and basic reader approaches to first grade reading instruction--
extended into second grade. Reading Teacher, 1967, 20, 740-746.
(Task 2)

Stauffer, Russell G., & Hanunond, W .
arts and basic reader approaches to
extended into third grade. Readins.
(Task 2)

'

Dorsey. The effectiveness of language
first-grade reading instruction--
ReSearch atlartenr., 1969,4, 468-499.

Stauffer, Russell. G. , & Veach, Jeannette. Can students evaluate their
own work?' 'Instructor, 1967, '77(3), 23, 53.
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Stauffer*, Russell G., & Vilscek .Elaine. Should an eclectic system be
used? Instructor, 1968, 77(6), 45, 116.. (Task 2)

Stebens, L. Duane, & Belden, Bernard Retention of gains in reading
after five semesters. Journal,of Reading, 1970, 13, 339-344. (Task 2)

Steen, Margaret T., & Lipe, Dewey. Teacher behavior in PLAN and control
classrooms using the PLAN teacher observation scale. Paper presented at
the meeting of the American Psychological Association in Miami. Beach,
Sept. 1970. (Task 3)

Steeves Roy W. 'Adult basic education in California, P. L. 89-7503
Title 3, Adult Education Act of 1966. Progress report. California
State Dept. of Education, Sacramento. Mar. 1967. 23p. ERIC:
ED 018 764. (Task 1)

Stein, Aletha H., & Smithells, Jancis. Age and sex differences in
children's sex-role standards about achievement. Developmental Psycho-
logy, 1969, 1, 252-259. (Task 1)

-Steirnagle, Edwa.- A.5-year summary of a remedi...11 reading program.
Reading Teacher, 1971, 24, 537-542. (Tasks 2 & 3)

Stemmler, Anne 0. An experimental approach to the teaching of oral
language and reading. Harvard-Educational Review, 1966, '36, 42-59.
(Task 2)

Stewart, Rebecca W. I.T.A.--after two years. Elementary English, 1965,
42, 660-665. (Task 2)

Stewart, William A. On the use,.ofNegro. dialect in the teaching of
reading. In' J:pari-.,C..-Baratz &. Roger W. Shuy (Eds .) , Teaching 'black
children tci' read: Washington, D. -C.:: :Center for'Applied ,Linguistics,
1969. Pp. 156-219. ...(Task .2)

Sticht --Thoma.a. G. SOMe!--relationahips, of Mental: aptitude, reading ability
and listening, ability using normal and tiMe CoMpressed'.,speech. Journal
of CoMMUnicatiOn,- 1968 , 243-,158.

. .

Sticht;,:Thomas.. G., .,'Kern,':RIChard P. 'Caylor, John S., &. Fox . Lynn. C.
.DeterMining..-literacy. requirements...of .jobs:. .Progress ad prespects for
Project .Realiatic. ,'.1:iumari''Resonrces Research Organization, Alexandria,
Va.;.-.:May' 1970: NO....1-HRIRRO-profe,stsional.- paper-13-70. : Contract

. , ,

DAHC 19-7000012. Preaented at -'a:briekin6 for.,.the' Department of Defense
Manpower Research Planning GrouP on Project 100,000 activities,
Washington, D. C. :Oat .1969. UgGRDR: IAD 708 696;

ptinnett, T. M. & Pershing, Geraldine E. A:Manual %on. dertifitation
-reqiiirements'fOr-school-pletaanAeiin.:.th6:UriitedStates. -(1970-ed.)
Washington, D. C.;.*:: . National', EduCat ion iAesociation;' 1970.



368

Stone, Ciarenc. R. Questionable trends in.beginning reading. Elementary_

School'Journal, 1966, 66., 214-222., (Task 2)

Stone, F. Beth, & Row1ey2 Vinton N. Educational disability in emotionally

disturbed children. Exceptional Children, 1964, 30, 423-426. (Task 1)

Stone, James C. Breakthrough in teacher education. San Francisco:

Jossey-Bass, 1968. (Task 3)

Stout, Doris. Evaluating the needs of the culturally disadvantaged

reader in grades four through eight. In H. Alan Rnbinson (Fd.), Meeting

individual differences in /..,17.5tIlag.. Conference on Reading, University of

Chicago, 1964, 26, 124-128. (Supplementary Educational Monographs, 94,

124-128)

Stowe, Elaine. Departmentalization (:rf reading in elementary and

secondary schools. In Wp,1-je Z. Ransey (Ed.), Or aniz_in for individual

differences. Perspectivel------,--Z,..-1 Reading, No. 9. Newark, Del. t LInternationa:

Reading Association, 1967- Fp. 97-114. (Task 2)

Strang, Ruth. Preparation' liar the teachers of reading.
Developmental ;Reading, ift .4, 53-57. (Task )

Strang, Ruth..Trogress i -41-te teachittg of reading in high

college. ReadinA Teacher,. 3962, 16, 170-177. (Task 2)

JOurn-.A2 of

Strang, RuC.I. Effective m'enerials
1964, 73 (7) , 5 76-78. (a)

for teaching reading.

s choc3. and

Instructor,

Strang,. Ruth. Effective use of classroom organization in meeting

individual differences. In H. Alan Robinson (Ed.), Meeting. individual

differences in reading. Conference on Reading, University of Chicago,

1964, 26, 164-170. (Supplementary Educational-Monographs, 94, 164-170)

(b)

Strang,. Ruth. Diagnostic teaching of reading in high scho31. JOurreal of

Readiria, 1965, 8i:147-154. (a) (Task 2)

Strang, Ruth. Out of the classroom: Step by step instruction in begin-

ning reading for slow learners. Exceptional Childten, 1965; -32, 31-36.

(b) (Task .2)

Strang, Ruth. Reading instruction in secondary. schools. Arizona

Teacher, 1965, '53(5), 12-13. (c) (Task 3)

Strang, Ruth (Ed.) Understanding and'helpina the retarded reader.

Tucson: University of Arizona Press 1965. (d)

Strang, Ruth. The.::-relation of guidance to the teaChing of reading.

Perionnel 'and Guidance Journal, 1966, '44, 831-836. (Task 2)
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Srang, Ruth. The currentatatusand-enduring.value of."On their own in
readi,ng" by W. S. Gray. :SchObl:ReView;'-1967i'75, 114-421. (a)' (Taec. .2)

Strang, Ruth. Exploration.of the' reading process. ItactilicReSearch
Quarterly, 1967, 2(3); 33=45..(b). (Task 2)

Strang, Ruth. Teaching reading.to the culturally disadvantaged in
secondary schools. Journal of Raading, 19073 10. 527-535. (c) (Task 2)

Strang,-Ruth. Students' reaSons. or becoming better-readere. -EddCation,
1968,'89, 127-131. (Task 1)

Strang Ruth; McCullough, Constaznce-M., & Traxler, Arthur E.':Thellokrare7
Ment_of-reading. (4th ed.) New'Yorkt McGraw Hill, 1967 .

Strickland, Rxith Language of elementary school children: Its relation-
ship tO ,the language, of reading teXtbooks and-to the-quality:of reading
of Selected childien.-IndianailniveraitySChool-of'Eddcation'BUlletin,
1962, 38(4). (rask 2)

Strom, Rdbert D. The Preface Plan, a new concept of inservice training
for teachers newly assigned to urban neighborhoods of low income. Final
report. Ohio State Univ., Columbus. Aug. 1967. BR-6-1365. Contract
OEC 3-6-061365-0711. 113p. ERIC: ED UT7 59Z. (Task 3)

Sucher,'FloYd :Use of basal re*1ers in individualizing reading instr1ic7
tion 'In J..Allen Figure]. (Ed:);''Reading and reallath... International
Reading AssOciation' COnventiOnproCeedings, 1968, 13(1) 136143(Task 2)

training,
Apr. 1967

teachers!'

Clyde2.E &-Mandell, Wallace: 'Restoration of youth through
a final report:. Wakoff ReSearch Center, Staten Island, N. Y.

. 40913; 'ERIC: ED' 0,16 138. (Task 2)

HoWard.J., -SE Iabeaune,,Carol. ' Parents: SumMer reading
Elementary. SChool Journal, -1971,.71, 279=285. (Task 2)

Summers, EdWard G .Programed instruction and the teaching of reading.
'Educational:TechnOldgy, 1965, 5(10),-1 -13. (a) (Task '2)

,

Summers,Edward.-..' G. A'suggested integrated-reading outline for-teacher
education courses in secondary reading. 'Journal-of Reading,.1965, 9,
937.105.-. (b) (Task 3)

Summers, Edward G. Materials for adult basic education--an annotated
biblidgraphy. Indiana Univ., Bloomington, Sch. of Education. Occasional
Papers in Reading, v. 1. Mar. 1967: 27p. ERIC: ED 011 489. (a)
(Tasks 1 & 2)

SummeraEdward G. Reading.in the secondary school.-Review-ofrEduca-
tionaLROSearch, 1967,--37, 1347-7151(b) (Tasks 1 & 2)
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Summers, Edward G. Reading research literature: identification and

retrieval. Reading Research quarterly. 19683 4, 5-48.

Summers, Edward G. (Ed.) '20 year annotated index to The 1.E.tiLlg.

Teacher. Newark, Del.: Intexnational Reading Association, 1969.

Sutton, Marjorie H. First grade children who learned to read in kinder-

garten:- Reading Teacher, 1965, 19, 192-196. (Tasks 1 & 2)

Suttaa, Marjorie H. Ghild:ren who learned to read in kindergarten: A
longitudinal study.- Reading-Teadher, 1969,-22, 595-602, 683. (Task I)

Sweeneq, Francis V. Reading instruction and the elementary principal.
Readips Teacher, 1969, 22, 504-506.

Syracuse Univ., N. Y. ERIC Clearinghouse on Adult Edmc.; National Assn.

for Pr.blic School Adult Educ. Public school adult educatf..am, number i;

Curreat information sources, number 9. Jan. 1968. 16p.

ED 016 154. (Task 2.)4

System Development CorporatLan. Analytic summaries of speatLficationa

for ltodel teadher education programs, Washington, D. C.: National

Center for Educational IResearch And DevelopMent, act. 1969-

System Development Corporation, Santa Monica, Calif. Evaluation and
experimental investigation of 'the Job Co7cps reading program: in 'a

conserVation center. Finalreport. TM-4347/005/00, .COntract .8799-

4769Dept. ofLabor. ,..(a),(Taska 2 & 3)
, ,

,.SY,:s,tem_DeVelapnent _Corporation,.H.Santa'Monica, Calif ;Tutor training

HmanualfOr Jobj Cotps:!te.ache,s. Draft TM-4347/003/00, Contract .

B79974769 Dept.- Of Labor 13 Nav. 1970, (b) .(Task3)

yTalbert,-: Dprothy 'Therelative effettiveness of two

appTOaches ta.the teaching of',reading in grade 5. Reading Teacher, 1965,

10 ±r.183.486. :.(Task 2)

Talmadge, ,Benjamin. S., .& Schiff, Donald. Longitudinal

analysis of ,.intellectual and educational achievement -change in culturally

deprived,. -emotionally, disturbed boys. PerdeptUal and Motor Skills, 1969,

29, 435-440. (Task 1)

yTannenballm Abr4harn J. An evaluation of ST4: A nan-prafessional tutor-

ing: prOgram :Teachers :IgsjILIt Retord .1968, 4337444 (0.. (Tasks 1 & 2)

TannenbaUM:, Abraham J. The school dropout today. In A. HarrY Passow

(Ed.), DeVeloping Ercyzanis. for the educationally clIgadylaTIALAA. New York:

Teachers College Press, Columbia Univeraity, 1968. Pp. 2597284. (b)

(T.ask l).
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Tanyzer Harold J., & others. Beginning reading--M. (effectiveness of
I,T.A. and T.O. A final report for 19E4-1968: The =es-Jlts at the end
of third grade. Hofstra Univ., Hempste:ad, N. Y. ; Naasam County Board
of Cooperative Educational Services, Jericho, N. Y. JuL. 1968. 434p.
EHIC: ED 039 117. (Task 2)

Tanyzer, Harold J.,:& Alpert, Harvey. Effectiveness og three different
basal reading systems on firSt-grade reading achieyervirt. Hufstra Univ.
Hempstead, N. Y. 1965. CRP-2720.. 13ap. ERIC: ED V33 485, (Task 2)

Tanyzer, Harold J., & Alpert ,Harvey. Three:differen= :ilasal reading
systems and first grade reading achievement._ -Reading 27e..ather, 1966, 19,
636-642. (Tasks 1 & 2)

Taschow, Horst G. A comparative study of a corrective reading prngram
and its effects on two freshmen reading groups at Central Oregon Caamu-
nity College. Doctoral dissertation Oregon State University, 1968.
University Microfilms No. 69-464. (a) (Task 2)

Taschow, Horst G. Short-term and long-term corrective r.-eading in college.
Reading Improvement, 1968, 5, 54-56. (b) (Task 2)

Task. Force on Children Out of School. The way we'gc tn school: The
exclusion of.children in Boston, Boston; Beacon Press, 1971. (Task 1)

Tax, Sol, & ThOMas, Robert K. Education 7for" American Indians; Threat
Or promise? Florida FL Reporter, 1969,7(1), 15-19 3154. .(Tasks 1 & 2)

TayOor:,.Ear1 A,The *pans: Perception, apprehension, and recognition
aSreOated't6 readingand speed reading.' :American JOUrnal of aphthal7-
yniasy, 1957, 44(1GAiart 1) (Raprint No. 1, gpLrg-270. Educational
Deyelopmental Laboratories, Huntington, N. Y. 1968) (Task 2)

Taylor,John E. 7he.j.nterrelationshipaof:,abilityleVell instructional
.eystea.:andskiI1:ad4Uisition. PaPer-:presented'iattheAMerican Psycholo-
gical.AP-OciatiOn.:COnvention-',Sept378,':).970, Miami, 'ylorida.. (rask 2)

Reading. Teacher, 1962,

relationshiPofthe 6c467-motor efficiency of
thel3eginningreadert0 sUcCeas in learning to reach Tn J Allen Figurel
(:44:.)Readink:and'AriAAIIL. :InternationalReadinzAsspciation conference
ProCeedingS,71965,10i[3587361. (TaSkil

Taylori,:Stanford:E..:Frackenpohl,',Helened Pettee jaMes L. Grade level
norma forthe:coMponents-of the iundamental reading:*kill. EDL Research
and Information Bulletin'NO 3, Educational DeyelOpmep.tal Laboratories,
Huntington2N.Y 1960.

:Ten7College Conference on Implicati,ons_oft.ha.,Bureau of Research Teacher
Education Project for,DevelOping InstitutiOna (jUlY 11712 ,1969) 27p.
ERIC: ED 032 258.



Mensuan, Emperatriz S. . & Davis,-Frederick B. Phonic method versus

(combination method in teaching _beginning reading. EDL Reading Newsletter

28, Dept. R.. Educational.Developmental Laboratories, Huntington N. Y.

Jan.. 1963.

Darisuan, Emperatriz S., & Davis, Frederick B. An experiment with two

methods of teaching reading. :Readins Teacher, 1964, 18, 8-15.

Tensuan, Emperatriz S., & Davis, Frederick B. The pychology of beginning

reading: An experiment with two methods. British Journal of Edthcational

Psychology, 1965, 35, 127-139.

Matcher, David A., & Parker, Cecil J. Comparison of two methods of

meaching reading in grades 5 and 6. California Univ., Berkeley. 1965.

40T-S-183. 158p. ERIC: ED 003 708. (Task 2)

Thomas ,Dominic. Oral language of culturally dis.advantaged kindergarten

children. In J. Allen Figurel (Ed.) 'Reading and inquiry. International

Reading Association conference proceedings, 1965, 10, 448-450. (Task 1)

Thomas, Ellen L. A reading consultant at the secondary level. Readinz

Thacher, 1967, 20, 509-514, 519. (I:asks 2 & 3)

Thompson, Alice C. Reading deficit and its relation to social maturity.

In Malcolm P. Douglass (Ed.), Claremont Reading Conference Yearbook,

1968, 32, 228-234.

Thornsley, Jerome R. Flexibility for variability. In California Elemen-

tary School Administrators Association, The first R.: A survey of selected

current practices in reading instruction. Monograph 18. Palo Alto,

Calif.: National Press, 1966. Pp. 3-10. (Task 2)

Thornton, Cecil M. Two high school reading improvement programs. Journal

of Developmental Reading, '1960, 3, 115-122. (Task 2)

Thurston Catherine E. Cultural background study in relation to reading

ability. In J. Allen Figurel (Ed.), ReadinA and realism. International

Reading Association convention proceedings, 1968, 13(1), 772-779. (Task 1)

Tinker, Miles A., & McCullough, Constance M. Teaching elementary reading.

_(2nd ed.) New York: AppletOn-Century-Cross, 1962.

Townsend, Agatha. College reading and the student. Reading. Teacher,

1964, 17, 469-472. (Tasks 1 St 2)

Townsend, Irving D. Reading achievement of eleventh and twelfth grade

Indian students. 'Journal of 'AtericanIndianEducation, 1963, 3(1),

9-10. (Tasks 1 & 2)

Trauttmansdorff, Antonia. Too few courses on the teaching of reading.

Times Educational Supplement, Sept. 12, 1969, 2834, 23.
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Tri-University Project in Elementary English. Children in a promisedland: Education, the disciplines, the schools, the culture. Report of
the National Conference of the Tri-University Project in Elementary
English (3rd, Salt Lake City, Utah, May 23-25, 1968) Nebraska Univ.,
Lincoln, New York Univ., N. Y.3 Washington Univ., Seattle. May 1968.242p. ERIC: ED 028 171.

Trider, Mary S. The right to read and standardized testing: A necessary
dimension. 'Reading Teacher, 1971, 24, 320-330, 368. (Task 1)

Trione, Verdune. The school psychologist, teacher change and fourth gradereading achievement. California Journal of Educational'Research, 1967,18 194-200. (Tasks 2 & 3)

Trull, Ronald L. (Compiler) Research on elementary reading: Comprehen-sion. ERIC/CRIER Reading Review Series, Bibliography 27. April 1970.

Tucker, Joaeph, & Tumarkin, Irving. Remedial.reading-and-instructor
training program for the Seaford

community.:-Journal'of'Reading, 1968;11, 419-424, 473-481. (Task 2)

Turner, Richard L. The acquisition of teaching skills in elementaryschool settings: A research report. Indiana University-School of
Education Bulletin, 1965, 41(1). (Task 3)

Turner, Richard L. Some predictors of problems of beginning teachers.
Taementary School Journal;; 1967,-67251256.- :(Taak 3)-

_

TUrnerRichard-L., &-Fattu, Nrieholas A.Skill in' teaching, a reappraisal(),f 'ale concepts and strategies inteaCher effectiveness research. 'Indiana
Tniversity Sdhool of'EdUcation Bulletin, 1960, 36(3), 1-40..

Tyler, I Keith., Combatting illiteracy with television. AV Communication
309-.32,4

Vmans,Shelley. The responsibility of the 'reading consultant, Reading
TeaChet;''1963,.

-Underwood, ta.q4ing Of beginning reading. -In Wallace' Z.
Ramsey (Ed.')'; Orgatizingfor indiVidual'differences. PetsPectives in
Reading; No. 9. : Netaark,' InternationS1 Read1ng_Association,.1967.
Pp.69H78'[ '(Tasks-'2

United NationpEducational, Scientific and
'Literady719671969..--Paris: UNESCO,:1970.

United States Bureau. Of Indian Affairs. English'fOr American Indians:
A newsletter of the Office of Education programs Curriculum Bulletin
No. 4. 1969. (Task-2):

Cultural Organization.
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United States Bureau of the Census. .Current population reports:
Population characterisacs:. S Educational.attainment: March 1970.
Series P-20, No. 207, Nov. 30, 1970.

United States Bureau of the-Census. Current population reports:
Population characteristics. .Persens of Spanish origin in the United
States: Nov. 1969. Series P-20', No. 213, Feb. 1971.

United States Bureau of the Certhis. Current population reports:
Population characteristics. Educational attainment in 30 selected
standard metropolitan statistical areas: 1968. Series P-20, No. 214,
March 3, 1971.

United States Bureau of the Cenaus. Current population reports:.
Population characteristics. Illiteracy.in,the United States: Nov. 1969.
Series P-20, No. 2172 March 10, 1971.

United States Bureau of the
Population characteristics.
Nov. 1969. Series P-20, No.

Census. Current population reports:
Ethnic origin and educational attainment:
2203 April 8, 1971.

United States Departmeat_of Defense,.Manpower and Reserve Afiairs.
Project One Hundred Thousand: characteristics and performande of
111new standards" men. Description of Project One Hundred Thousand. 1968.
73p. 2 vols. ERIC: ED 031 634. (Tasks 1 & 2)

United State01 Department of Health,-Education and We1fare,:-_Education
and training: A chance to advaried 7th annual reportto the Congress
on:.traininvactivities under theManpower DeveloPment and Training Act.
Agashington, D..CUnited..Statea Gbvt. Printing Office, 1969. (Task 1)

United States NatiOnal Center for Educational Statistics. Adult basic
,education program,sta4P.O.CP.:.. S.114entsand staff data, July 1, 1967-
-JUne:30. ;1968. Washington, D. C.: UnitedStates Govt. Printing Office,
1969. .(TaSksj & 2)

United States National Center for Educational Statistics': Adult: basic

eduCation program statistict: Students and staff data, July 1, 1968-
Unitect;State0 Govt.' Printing,Office,

1970.

United States:.Office of Education. Profile of ESEA (0E-200887-A) 24p.

Washington; D. C.1 United States Govt. Printing Office, 1967.

United States Office of ,Education. It works: number 2: Elementary Program
in Compensatory Education; self-directive dramatization project, Joliet,
Illinois. Washington,,D..C.:. United States Govt. Printing Office, 1969.
(a) (Task 2)

United States Office of Education. A lifetime of learning. Washington,
D. C. United States Govt Printing Office, 1969. (b)
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United States Office of.Education.- Data.analysis of the 1968r69.Survey
of CompensatoryEducation, Title I. Final,report. Grant OEG-8-8-

9618604003 - (058) 194p. Washington, D. C. Aug. 1970. (a),.(Task 2)

United States Office of Education. Education of the disadvantaged: An
evaluative report on Title 14 Elementary and Secondary-Education Act of

1965. Fiscal year 1968. Washington, D. C.: United States Govt.
Printing Office,- 1970. (b) (Tasks 1 & 2)

United States Office of Education. The education professions: An annual

report on the people who serve our schools and colleges--as required by

the Education Professions Development Act--1969-70. Washington, D. C.:

United States Govt. Printing Office, 1970. (c) (Tasks 1, 2, & 3)

United States Office of Education, Bureau of Educational Personnel

Developnent. Do teachers make a difference? A report on recent research

on pupil achievement. Washington, D. C.: United States Govt. Printing

Office, 1970. (Tasks 1,2, & 3)

United States Office of Education, Division of Adult Education Programs.

Adult basic education, program summary. Washington, D. C. 1967.

ABE-l. ERIC: ED 015 380. (Task 1)

United States Public Health Service. Evaluation of psychological measures

.-used in the health examination survey Of children ages 67-11. Publication

No..1000-Series 2-No.: 15. Washington, D. C.: -United States,Govt.
Printing' Office, March 1966.- (Task 1)

HUnited.StatesPUblic Health Hervice. :4L. study ofthe achieVement test

used in the health eXamitation'surveys Of persons aged 6-17:years.,

PublicationNo. 1000-Series 2--No. 24. Washington, D. C.: United States

Govt. Printing Office, June::1967.Task 1)

'-.UnitedState&TPubliC Health.:Serv Ce.':::M4-nimal brain: 4Yef4actio,11.41

children. Publication No,2015 WashingtOn,D:C.: 'United Htatts Govt.

Printing Office,: 1969. HTTaali_

:United States. .Public Health Service. School ,achievement_of children

6-11 Years,'as me4S4red by the readiag.aild arl-thmetic,S14btests of the

Wide_Range Achievement Test, Ual,ted .States- '.P01-#ation No'. 1000-Series

11-No. 103. Wshington, D. C::' United States Govt. Printing Office,

June 1970. (Task 1)

-
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